Teachers’ use of reading strategies in

the teaching of reading for meaning in

EFAL classrooms in the Intermediate
Phase

E.D. Erasmus

orcid.org/0000-0001-8604-3412

Thesis accepted for the degree Magister Educationis
in Curriculum Studies at the North-West University

Supervisor: Dr S. Romylos
Co-supervisor: Dr K. Kaiser

Graduation: May 2022
Student number: 23523166



DECLARATION

I, Emerensea Dorothea Erasmus, hereby declare that the work contained in this dissertation is
my own intellectual property. The contents of this dissertation whether partially or in its entirety

have not been submitted to any university for examination.

Signature:

Date: 24 October 2021



PREFACE

Firstly, | would like to thank my Heavenly Father for giving me the needed strength and guidance

that | needed to complete my dissertation.

To my mentor, Dr Romylos: | would have never come this far without your guidance and
assistance. Thank you for always being there when | needed help, or when | simply needed words

of encouragement. Your willingness knew no boundaries and | am extremely grateful to you.

To Dr Kaiser, thank you for your knowledgeable input. Your educational insight was of

tremendous value to me during my study.

Finally, | would like to thank my mother and my father for always motivating me to achieve more
and for never giving up on me. | would also not have been able to complete my dissertation

without my husband. Thank you for always believing in me. Your support means the world to me.



ABSTRACT

Learning to read is a complex task, as reading as a sKkill, does not occur naturally, and needs to
be taught. Many learners manage to decode quite well, but they do not necessarily read with
meaning, which is the ultimate goal. In the light of current reading levels in South Africa, the

percentage of learners struggling with reading is disconcertingly high.

Although the objective of reading is comprehension, research demonstrates that there is not
sufficient focus on reading strategies to achieve comprehension when reading. Reading for
meaning is problematic, especially for EFAL intermediate phase learners in South Africa. This
study will aim to determine EFAL teachers’ use of reading strategies to develop reading for
meaning, when teaching EFAL to intermediate phase learners. Accordingly, the sample size for

this study consist of two EFAL intermediate phase teachers.

The theoretical framework for this study is the Simple View of Reading (SVR), as proposed by
Gough and Tunmer (1986), entailing the formula of “Decoding (D) x Language Comprehension
(LC) = Reading Comprehension (RC)” (Gough & Tunmer, 1986). This study follows a qualitative
research design within an interpretivist research paradigm and data generation was done via
document analysis of the CAPS (EFAL, Grades 4-6) and documents pertaining to the teaching of
reading to intermediate students at two tertiary institutions, as well as interviews with two EFAL
teachers, teaching English in the Intermediate Phase. The results demonstrated that EFAL
intermediate phase teachers require on-going training to teach reading strategies effectively.
Additionally, this study opened the opportunity to conduct additional studies on the effect of
reading strategies in EFAL intermediate phase classrooms in South Africa. The study hopes to
contribute to the knowledge field of reading strategies utilised in the Intermediate Phase and
ultimately guide teachers with the implementation of effective reading strategies in their

classrooms.

Keywords: Reading strategies, reading development, English First Additional Language, and

Intermediate Phase.



OPSOMMING

Om te leer lees is 'n komplekse taak, aangesien lees, as ‘n vaardigheid, nie natuurlik ontstaan nie
en moet geleer word. Baie leerders is in staat om dekodering toe te pas, alhoewel sommige
leerders nie noodwendig met begrip lees nie. Om met begrip te lees is die hoofdoel van lees. In
die lig van die huidige leesvlakke in Suid-Afrika, is die persentasie leerders wat sukkel met lees,

kommerwekkend hoog.

Alhoewel die doel van lees begrip is, toon navorsing aan dat daar nie voldoende gefokus word
op leesstrategieé om begrip tydens lees te bereik nie. Om met begrip te lees is problematies,
veral vir Engels Eerste Addisionele (EEA) intermediére fase leerders in Suid-Afrika. Hierdie studie
mik om die Engels Eerste Addisionele Taal (EEAT) onderwysers se gebruik van leesstrategieé
om lees vir betekenis te ontwikkel te bepaal, tydens die onderrig van EEAT vir intermediére fase
leerders. Tesame hiermee, is die steekproef wat bestaan het uit twee EEAT intermediére fase

onderwysers.

Die teoretiese raamwerk vir hierdie studie is die Eenvoudige Siening van Lees (SVR), soos
voorgestel deur Gough en Tunmer (1986), gebaseer op die formule van “Dekodering x Taal
Begrip (LC) = Lees Begrip (RC)” (Gough & Tunmer, 1986). Hierdie studie volg 'n kwalitatiewe
navorsingsontwerp binne 'n interpretivistiese navorsingsparadigma en data-generering was
gedoen word deur middel van dokumentanalise van die KABV (EEAT, Graad 4-6) en dokumente
met betrekking tot die onderrig van lees aan intermediére studente by twee tersiére instellings,
sowel as onderhoude met twee EFAL onderwysers, wat Engels in die Intermediére Fase onderrig.
Die bevindinge demonstreer dat EEAT intermediére fase onderwysers deurlopende opleiding
nodig het om leesstrategieé effektief te onderrig. Addidisioneel, maak hierdie studie die
geleentheid oop om verdere navorsing te doen gebaseer op die effek van leesstrategieé in die
EEAT intermediére fase klaskamers in Suid-Afrika. Die studie hoop om by te dra tot die kennisveld
van leesstrategie€ wat in die Intermediére Fase gebruik word en uiteindelik onderwysers te

begelei met die implementering van effektiewe leesstrategieé

Sleutelterme: Leesstrategieé, leesontwikkeling, Engels Eerste Addisionele Taal en Intermediére

Fase.
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CHAPTER 1 ORIENTATION

1.1 INTRODUCTION

Learning to read is a complex task, as reading does not develop naturally and needs to be taught
in a systematic way. This, however, is not the only challenge when learning to read. Along with
the complexity of learning to read are the challenges during the instructional process, as well as
the cognitive demands when reading. Moreover, the process of reading is a combined action,
consisting of an individual’s background and textual information, working as one undertaking, with
the end goal being able to produce meaning. To elaborate, an individual combines letters in order
to form words, whilst understanding these words. Wang (2016:1790) and Vaughn et al.
(2007:333), support the statement concerning the complexity of reading by stating that reading is
a cognitively challenging task requiring attentiveness, awareness, remembering and recalling,
which allow the reader to identify or decode words automatically. Additionally, research validates
that learners who lack sufficient reading strategies, will be unable to read for meaning (Banda,
2000). Furthermore, during the reading process, the aim of reading is to read for meaning. If a
learner is able to read for meaning, the opportunity to build self-image and to understand
him/herself better, will develop, along with developing appreciation of a language (Holden,
2004:32). Reading is also used to facilitate learning in educational institutions, including schools
and universities. Subsequently, learners who are finding reading challenging, will also

demonstrate poor overall performance on an academic level (Pretorius, 2002).

Many learners manage to read quite well, but they do not necessarily read with meaning
(Pretorius, 2002). Reading with meaning is the ultimate goal in the reading process. This
statement is supported by various researchers and academics, including Chettri and Rout (2013),
Holden (2004), Panigrahi and Panda (1996) and Eyre (2005). Even though the importance and
value of reading are supported by various researchers and academics, reading proficiency levels
in South Africa are problematic. In the light of current reading levels in South Africa, the
percentage of learners struggling with reading is extremely high. However, this is a global issue
as developing countries are facing similar challenges. With regard to a South African context, the
literacy and reading test results which demonstrate the low reading levels of South African
learners, are supported by the Progress in International Reading and Literacy Studies (Mullis et
al., 2007; Mullis et al., 2012; Mullis et al., 2017)' and the Annual National Assessment Report
(ANA). When analysing the PIRLS (2006), the results demonstrated that current Grade 4 and 5

EFAL learners are struggling to develop their reading skills successfully, as both grades obtained

* Any future reference to the PIRLS 2006, 2011 and 2016 results will refer to the reports compiled by these
authors.

1



a total of 250 points or below, in comparison to the international average of 500 points. After this,
South African Grade 4 EFAL learners participated in the pre-PIRLS in 2011, which is a less
complex test than the standard PIRLS test. The pre-PIRLS (2011) results demonstrated that
Grade 4 learners, with English being their additional language, still performed poorly, especially
in comparison to other countries. Nationally, Grade 2 and 7 learners participated in the ANA tests
in 2011, 2012, 2013 and 2014, demonstrating poor reading performances when reading in English
as a first additional language. It is expected of Grade 4 EFAL learners to read fluently and
independently when entering the Intermediate Phase (Grades 4 — 6) (DBE, 2011a), however, the
reality is that reading performance in South Africa is alarmingly low. During the Foundation Phase
(Grades 1 — 3), learners are learning to read, but in the Intermediate Phase learners transition to
the process of reading to learn. It is evident that South African learners are struggling to develop

reading skills when one considers the results of proficiency tests.

This study aimed to determine EFAL teachers’ use of reading strategies to develop reading for
meaning when teaching EFAL to intermediate phase learners. In this study, reading strategies
refer to the conscious processes apparent during reading with the intention to make meaning from
written texts. Moreover, traditional reading strategies are categorised according to three phases
in which reading occurs: the pre-reading, during-reading and post-reading phases (Cekiso &
Madikiza, 2014; Ghuma, 2011). The current CAPS for English Grade 4 — 6 (DBE, 2011a:10-11)
advocates these three phases, along with suggested reading strategies. Accordingly, during the
pre-reading phase, it is expected of the EFAL teacher to activate a learner’s background
knowledge by means of reading the title of the passage, reading sections of a passage, and
asking learners to make predictions regarding the passage. This is followed by the during-reading
phase, with the teacher pausing occasionally to confirm if learners are comprehending what is
read, comparing predictions made in the pre-reading phase, and clarifying the meaning of
challenging words. The post-reading phase requires a learner to recall information, asking
learners to summarise key ideas and to draw conclusions. It is important to note that although
there are clear reading strategies stated in the CAPS for English Grade 4 — 6 (DBE, 2011a), there
are no additional in-depth explanations on how to apply these strategies successfully, for both
teachers and learners. Furthermore, research demonstrates that teachers currently teaching
reading in South Africa, are not sufficiently trained and may lack knowledge on how to teach
reading, as supported by Klapwijk (2012), Pretorius and Klapwijk (2016:1), Rule and Land (2017)
and Van Staden (2011). To explain this statement, teachers need to be aware of what they teach,

accompanied by sufficient methods to teach effectively.

Supporting this statement, is a study conducted by Pretorius et al. (2016:1), confirming that

teachers are unaware of how to teach reading concepts, how to develop reading and the

2



methodology that accompanies reading. Additionally, the ANA report (DBE, 2014:10) lists
strategies to improve the teaching of reading strategies for teachers. However, the concern is that
despite continuous listed strategies provided by the Department of Education, these methods
have proven unsuccessful concerning South African learners as the reading levels, when reading
for meaning, are still low. Thus, there is a further need to investigate the importance of reading

strategies.

Research demonstrates that the use of reading strategies will enable a reader to read for meaning
(Bastug & Akyol, 2012:394). Furthermore, according to Akyol et al. (2017:199) and Stockard
(2011:2) the use of appropriate reading strategies will enable a learner to comprehend what is
read, and the learner will also become a better reader. Although the objective of reading is
comprehension, research demonstrates that there is not sufficient focus on reading strategies to
achieve comprehension when reading (Pretorius & Machet, 2004). This statement is supported
by Mokhtari and Reichard (2002), as they maintain that effective readers are “more aware of
strategy use than less effective readers”. To demonstrate the importance of reading strategies
further, Nordin et al. (2013) conducted a small-scale research study focusing on the pre-, during-
and post-reading phases. During this study, the results demonstrated that learners applying
reading strategies in all three reading phases, performed better than those learners who applied
strategies in only one or two of the reading phases. Additionally, Zimmerman and Smit (2014)
conducted a study in a South African context focusing on Grade 4 EFAL learners. This study
validated the importance of effective reading strategies by concluding that learners who
performed better in reading, applied a variety of successful reading strategies. Hence, Murris
(2016) believes more attention should be given to the explicit teaching of reading strategies to
South African learners. Pretorius and Lephalala (2011) also conducted a study with the focus on
reading for meaning with Grade 6 EFAL learners. The outcome of this study showcased an
improvement when reading for meaning if explicit teaching of reading strategies occurred
previously. Similarly, a pilot study conducted by Van Staden (2011) in the Free State Province,
with a sample group of 288 learners from Grades 4, 5 and 6, demonstrated that the explicit
teaching of reading strategies in the three reading phases led to an improvement when reading

for meaning.

In order for this study to determine if and to which extent EFAL teachers employ and teach reading
strategies, the importance of initial teacher training needs to be explored. With regard to this
study, initial teacher training refers to training and education received by a student teacher before

undertaking teaching (Mashau, 2012).

The DHET (2011) states that the main objective of initial teacher training is to ensure that a
beginner teacher is specialized in a certain phase or subject. Additionally, the Norms and
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Standards for Educators Policy (DBE, 2000b) introduces certain competencies with which
teachers must be equipped when entering the teaching profession. Understandably, four of these
competencies refer to content knowledge of a certain subject, along with a total of nine
competencies referring to “pedagogical knowledge associated with teaching” (DBE, 2000b). To
further ensure sufficient initial teacher training, the South African Education system introduced
professional councils and policies. These councils and policies are: The Roles of the Educator
and Their Associated Competences (DBE, 2000b), the Integrated Quality Management System
(DBE, 2000b), SACE Code of Professional Ethics (SACE) (DBE, 2000a), as well as the Basic
Competences of a Beginner Teacher (DHET, 2011). During initial teacher training, attention must
be given to a “teacher’s verbal fluency, subject matter knowledge, a teacher’s expectation of pupil
performance, time spent on classroom preparation, and frequent monitoring of student progress”
(Carnoy & Chisholm, 2008). Despite initial teacher training and professional councils and policies,
low reading levels of South African learners are still problematic and may be linked to inadequate
training. This statement is supported by the NEEDU National Report (2013), as “[P]oor teacher
quality and low levels of teacher effort are often cited as major drivers of South Africa’s education
crisis” (Armstrong, 2014:44). Additionally, the report of the Southern African Consortium for the
Measurement of Educational Quality (SACMEQ), validated poor initial teacher training, as South
African learners performed poorly in comparison with partaking countries (Spaull, 2011:43).
Furthermore, Gustafsson and Patel (2009:6) conducted a small-scale study validating that there
is a definite link between pre-service teacher training and learner performance. Conclusively, it is
evident that initial teacher training is vital to develop reading for meaning. The issue of initial
teacher training is further explored in Chapter 2 of this dissertation. This study aimed to establish
if initial teacher training equips EFAL teachers, teaching intermediate phase learners, to employ

reading strategies and to which extent these are employed by the teachers.
1.1.1 Clarification of concepts

o Reading Strategies

When applied to this study, reading strategies are based on the “Seven strategies of highly
effective readers”, as introduced by McEwan (2004) These reading strategies include: “activating,
inferring, monitoring-clarifying, questioning, searching-selecting, summarising and visualising-
organising”. Additionally, a process can only be considered a strategy if it is observable or
recognisable by a reader (Oxford, 2017). Thus, reading strategies are conscious processes by

readers, with the purpose to construct meaning.

o Reading Development



In this study, reading development refers to the process when viewing a language (Akyol et al.,
2017:201). Reading development in this study refers to when a reader understands what is read,
and if word recognition is occurring. Together with the explanation of reading development by
Akyol et al. (2017:201), Fesi and Makeleni (2020:229) believe that reading development can only

occur with the “support of effective reading strategies”.

o English First Additional Language

In this study, English as a First Additional Language (EFAL) is the language used by speakers
with different native languages. In South Africa, an additive approach to languages is applied.
There are nine official languages and these are offered at different levels, namely first-, second-
and third additional language at school (DBE, 2011: 8-9). According to Wright (2010), English as
an L2 may be known as “English as a foreign language (EFL), English as an additional language
(EAL), or English for speakers of other languages (ESOL)”. In South Africa, English is
predominately used as an additional language (DBE, 2011a; USAID, 2014:8-9), and the term
EFAL is applied when referring to a language which is not considered the learner's Home

Language (HL).

o Curriculum and Assessment Policy Statement (CAPS)

The National Curriculum and Assessment Policy Statement (CAPS) “is a single, comprehensive,
and concise policy document, which has replaced the Subject and Learning Area Statements,
Learning Programme Guidelines and Subject Assessment Guidelines for all the subjects listed in
the National Curriculum Statement Grades R — 12" (DBE, 2011a). In this study, the CAPS refers
to the EFAL, Grades 4-6 CAPS document.

. Learner

A student or pupil is a learner, or someone who attends an educational institution. “In its widest
use, the term ‘learner’ is used for anyone who is learning, including mid-career adults who are
taking vocational education or returning to university, or younger researchers or artists learning
from a more experienced (and usually older) colleague and mentor” (Miller, 2002). A learner, for

purposes of this study, refers to a child in Grade 4 or 5, aged 10-11.

. Teacher

A teacher (also called a schoolteacher) is a person who provides education to learners.

Additionally, a teacher takes on numerous roles, which can be formal and ongoing (Patrick et al.,

1999). These roles can be carried out in different work environments, including a school or a place

of formal education (Patrick et al., 1999). To conclude, a teacher needs to have professional

qualifications, including pedagogical knowledge or knowledge regarding the “science of teaching”
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(Patrick et al., 1999). The term teacher in this study refers to two EFAL teachers teaching English

to Grade 4 and 5 learners, as well as an individual who provides education to learners.
1.2 BACKGROUND AND RATIONALE OF THE PROBLEM

The Manifesto on Value, Education and Democracy (DBE, 2001:30) aims to provide every learner
in South Africa with the opportunity to read, write, count and think. Reading levels of South African
learners, however, are a serious national issue (Fleisch, 2008; Mabasa & Lumadi, 2016; Phala &
Hugo, 2016). Since 1994, the South African government has used various means to improve
literacy levels (Naidoo et al., 2014:155). With regard to a South African context, a key investment
towards the development of literacy and numeracy skills, is the fact that 15% of governmental
expenses is spent on education (Fleisch, 2008; Spaull, 2013). Despite key investments towards
the development of literacy, South African learners are still battling to read for meaning. The
problem, however, does not stop at reading alone, as the inability to read for meaning has a ripple
effect on learners’ overall academic performances. To explain, Mabasa and Lumadi (2016:7489)
state that EFAL learners are battling to construct proper sentences and these learners cannot
spell basic English words, along with the lack of correct pronunciation of straightforward English
words. Consequently, the reading abilities of South African EFAL learners require improvement.
An increased focus on the implementation of reading strategies may improve the status quo of
the poor reading competence of learners (Akyol et al., 2017:199; Bastug & Akyol, 2012:394;
Stockard, 2011:2).

Various national and international reading assessments, as well as previous research studies,
demonstrated the poor reading levels of South African learners (Moloi & Strauss, 2005; Pretorius
& Mampuru, 2007). The first, a national reading assessment test which learners wrote was the
Annual National Assessments (ANA) (2014), indicated that learners are struggling to punctuate
and spell correctly (Mabasa & Lumadi, 2016). Internationally, South African learners participated
in the Progress in International Reading Literacy Study (PIRLS) (Mullis et al., 2007; Mullis et al.,
2012), assessing the reading comprehension levels of Grade 4 and 5 EFAL learners respectively
(Bharuthram, 2012). Furthermore, a recent study conducted by Pretorius and Spaull (2016:1466)
in which the PIRLS (2006, 2011) results were analysed, confirmed that Grade 4 and 5 learners in
South Africa are struggling with reading comprehension, reading with fluency and basic reading
skills. This is also supported by Zimmerman and Smit (2014:1), once again highlighting the results
of the 2006 and 2011 PIRLS tests, adding to Pretorius and Spaull’s (2016:1466) findings, by
stating that there are major concerns regarding the literacy levels of South African primary school
learners. Additionally, South African learners also participated in the Southern and East African
Consortium for Monitoring Educational Quality (SACMEQ) (Spaull, 2013), assessing literacy
levels of EFAL Grade 6 learners in 2000 and 2007, as well as the National School Effectiveness
6



Study (NSES) (Spaull, 2013), assessing literacy levels of Grade 3 — 5 learners from 2007 to 2009
(Howie et al., 2008).

These results demonstrated the low literacy levels of South African primary school learners, yet
again (Howie et al., 2008). Conclusively, when considering the research conducted on reading
proficiency of South African learners, it is confirmed that EFAL learners struggle to read for
meaning. This was highlighted during President Cyril Ramaphosa’s 2019 State of the Nation
Address when he stated that South African learners are unable to read for meaning. This study
aimed to demonstrate the necessity to use reading strategies in the teaching of reading for
meaning in an EFAL classroom of the Intermediate Phase, as well as suggesting a solution to the

current educational issue.
1.3 PROBLEM STATEMENT

When viewing the issue of reading in South Africa, it is evident that South African learners are
struggling with reading, as indicated in the previous section in the discussion of the national and
international test results of South African learners. Internationally, learners in Grades 3 — 5 battle
with reading comprehension, especially as texts become more challenging (Wanzek et al., 2010).
Subsequently, this study aimed to demonstrate the importance of teaching reading strategies to
intermediate phase learners when teaching EFAL. Along with the current ANA (2014) and PIRLS
(2006, 2011) test results are numerous research studies conducted on the teaching of reading
strategies in South African EFAL classrooms. These research studies validate that the teaching
of reading strategies is neglected in South African EFAL classrooms. During a study conducted
by Anderson (1991), 28 EFAL learners were asked to complete standardised reading tasks: half
of the students received explicit teaching of reading strategies, and the other half, none. The
results confirmed that the learners who received teaching of reading strategies outperformed
those who did not receive any explicit teaching of reading strategies. Additionally, Mabasa and
Lumadi (2016:7491) conducted a research study, with the focus on two EFAL Grade 6 teachers,
concluding that the teachers stated that they implemented reading strategies when teaching
reading when in fact they did not. For example, both EFAL Grade 6 teachers claimed to apply the
repetition strategy during reading, however, the researchers observed that no repetition was
applied during reading lessons. To support this argument, Pretorius (2002) states that the current
high failure rate of matric learners in South Africa is a result of the insufficient teaching of reading
strategies. Adding to Pretorius’s (2002) statement, is Van Wyk (2001:126), who also believes that
the low reading levels of South African learners can be linked to a lack of teaching reading
strategies successfully. Additionally, studies conducted on the effects of teaching reading

strategies, demonstrate that teaching reading strategies will lead to an improvement of reading



comprehension. Almutairi (2018:3) also conducted a study with the focus on five public primary

schools, with five special education teachers as the participants.

This study demonstrated that effective reading strategies, including organising, questioning,
group discussions and story mapping, lead to an improvement of reading for meaning.
Additionally, Magnusson et al. (2019) conducted a study, focusing on 47 EFAL teachers, teaching
reading strategies explicitly. These strategies proved successful, as these EFAL teachers taught
reading strategies explicitly to their learners, and provided sufficient opportunities for their learners
to practise reading strategies. Additionally, the learners exhibited better comprehension skills.
Furthermore, Block and Duffy (2008), confirmed that teaching reading strategies explicitly are
most effective when the objective is to read for meaning. To reinforce the argument about the
importance of reading strategies to develop reading, is the statement made by Bright and
McGregor (1970:52), “Where there is little reading, there will be little language learning”. To
conclude, it is evident from previous research and empirical studies that reading levels are
extremely low, both nationally and internationally. Thus, reading improvement can occur if more

focus is given to the teaching of reading strategies.

As stated before, the importance of reading cannot be underestimated (Chettri & Rout, 2013;
Eyre, 2005; Holden, 2004; Panigrahi & Panda, 1996), and reading proficiency of South African
learners is problematic (Bharuthram, 2012; Naidoo et al., 2014; Phala & Hugo, 2016; Ramalepe,
2013; Willenberg, 2018), as well as reading levels internationally (Grigg et al., 2003; Wanzek et
al., 2010). The issue of insufficient teaching of reading strategies when teaching EFAL to
intermediate phase learners, has received attention in previous studies. However, the issue
needs additional research to fully explore the importance of teaching reading strategies in order
to improve reading for meaning when teaching EFAL to intermediate phase learners. Additionally,
the theoretical orientation also supports the identified research problem. Conclusively, current
reading levels of South African learners (Bharuthram, 2012; Naidoo et al., 2014; Phala & Hugo,
2016; Ramalepe, 2013; Willenberg, 2018), as well as the connection between low reading levels
and reading strategies, serve as further motivation as to why this study should be conducted. |
hope that by indicating the importance of teaching reading strategies for meaningful reading, the

latter may improve.

From my perspective, as the researcher, as well as an EFAL teacher, | can confidently state that
reading in South African classrooms is a problem. This is evident from the Foundation Phase
(Grades 1 — 3), throughout, to the Further Education and Training Phase (Grades 10 — 12). | have
lived experience of reading problems in my Grade 6 classroom, which include the Intermediate
Phase (Grades 4 — 6). Hence, the need to research this issue further, as well as to suggest a
solution to the current reading problem in South Africa.

8



1.4 RESEARCH QUESTIONS

1.4.1

1.4.2

Primary research question

Which reading strategies are employed by teachers in EFAL intermediate phase
classrooms?

Sub-research questions

How are reading strategies implemented during the pre-, during-, and post reading
phases?
To which extent does pre-service teacher training from tertiary institutions equip teachers

to teach reading for meaning in EFAL intermediate phase classrooms?

1.5 AIMS AND OBJECTIVES OF THE STUDY

1.5.1 General objectives

The general aims of this study are to elaborate on and explore teachers’ use of reading
strategies when teaching reading for meaning, specifically when teaching EFAL in the
Intermediate Phase, as well as suggesting answers to the proposed main-research
question: What reading strategies are applied by teachers in EFAL intermediate phase

classrooms?

1.5.2 Specific aims and objectives

To explore how reading strategies are implemented during the pre-, during-, and post
reading phases.

To discuss which methods are recommended by teachers for the teaching of reading for
meaning in EFAL intermediate phase classrooms.

To analyse the current CAPS document for EFAL Grade 4 — 6 to gain insight to what
reading strategies, methods and techniques are recommended for teaching reading.

To conduct interviews and discuss how these reading strategies are implemented in EFAL
classrooms in the Intermediate Phase.

To explore the extent to which two tertiary institutions equip teachers to teach reading for

meaning in EFAL intermediate phase classrooms?

1.6 THEORETICAL FRAMEWORK

According to Creswell (2014) and Maree (2016b), research needs to be “framed within a research

paradigm”. Thus, a theoretical framework describes the path in which research is embedded.
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Furthermore, Adom et al. (2018:438) state that the purpose of a theoretical framework is to assist
researchers to develop adequate meaning and to assure the acceptability of research.
Additionally, a theoretical framework acts as the basis of a study, which is formed by means of
an existing theory, reflecting the hypothesis of the research study. When applying Creswell
(2014), Maree (2016) and the statements of Adom et al. (2018:438) to this research study, the
researcher is guided to select an appropriate theoretical framework forming the basis of this study
is the Simple View of Reading (SVR). The SVR was familiarised by Gough and Tunmer (1986),
with the focus on the formula of “Decoding (D) x Language Comprehension (LC) = Reading
Comprehension (RC)” (Gough & Tunmer, 1986). This formula entails that a learner’s reading
comprehension can be determined if there is familiarity with a learner’s “decoding (D) and
language comprehension (LC)” (Catts, 2018:3). Thus, reading for meaning is a direct product of
“decoding and language comprehension” (Catts, 2018:3). Additionally, the SVR can assist in early
identification of problems when reading for meaning. Conclusively, the SVR asserts that reading
for meaning is the result of sufficient word recognition, along with listening comprehension (Adlof
et al., 2006; Gough & Tunmer, 1986).

The SVR assisted me in answering the main research question: What reading strategies are
employed by teachers in EFAL intermediate phase classrooms? Next, when applying the formula
of the SVR, the SVR assisted me to determine if reading for meaning occurs, especially if there
is familiarity with a learner’s “decoding (D) and language comprehension (LC)” (Catts, 2018:3).
Finally, the SVR enabled me to make suggestions for current EFAL teachers who are teaching
EFAL to intermediate phase learners on how to teach reading strategies, if the objective is reading

for meaning.
1.7 RESEARCH DESIGN

According to Astalin (2013:118), a qualitative research design “is a general way of thinking about
conducting qualitative research”. Thus, the research design for this study aims to describe the
research problem, both implicitly and explicitly, together with establishing a purpose for this study.
Furthermore, the research design will give clarity on my role as the researcher, the various stages
for conducting research, accompanied with the corresponding methods and data analysis. The
research design, as well as the corresponding methods and data analysis were selected in order

to attend to the crystallization aspect of the study.
1.8 RESEARCH METHODOLOGY

The term methodology can be defined as the “the theoretical analysis of the methods appropriate

to a field of study or to the body of methods and principles particular to a branch of knowledge”
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(Pickett, 2000:2074). When applying Pickett's definition to this study, the most suitable
methodological approach was a qualitative research methodology. When applying a qualitative
research methodology, an answer was given to the main research question: Which reading
strategies are employed by teachers in EFAL intermediate phase classrooms? A qualitative
research methodology also suggested answers to the sub-research questions of this study, as
stated before. A qualitative research methodology also assisted me to suggest solutions for the

identified research problem.

A qualitative research methodology can be defined as the study of something or someone in a
natural setting with the focus on making interpretations or to make sense of what is occurring
(Denzin & Lincoln, 2005:2; Nieuwenhuis, 2016a:53). Teachers were interviewed in their natural
setting, but were not observed. Furthermore, qualitative research involves a variety of empirical
resources, including: “case study, personal experience, introspective life story, interview,
observational, historical, interactional, and visual texts” (Denzin & Lincoln, 2005:2). Together with
Denzin and Lincoln (2005:2), Nieuwenhuis (2016a:53) adds that qualitative research relies on the
systematic study of language and words, “rather than on numerical data” and focuses on acquiring
meaning when analysing data. During qualitative research, the researcher is viewed as the initial
instrument of collecting data, as well as the primary instrument during the data analysis process
(Kielborn, 2001:5). To explain Kielborn’s (2001:5) statement, the researcher acts as a medium for
data collection, with the researcher inferring data during the data analysis process. A case study
design was deemed the most appropriate for this study. This method allowed me to explore the
data in specific contexts, in a small geographical area with a limited number of participants.

Additionally, a case study design was also guided by the theoretical framework of this study.

According to Zainal (2007), a case study allows for the opportunity to explore and understand
complex issues better. To add, a case study is a vigorous research method, specifically when a
holistic study is considered necessary (Zainal, 2007). Seving and Arif (2006) support Zainal’s
(2007) statements by explaining that when researching issues regarding education, a case study
method is more prominent. During a case study, the researcher is able to examine data within an
identified context (Zainal, 2007), accompanied by a limited number of individuals acting as the
subjects of a research study (Zainal, 2007). Therefore, case studies in essence, aim to “explore
and investigate” a modern “real-life phenomenon” (Zainal, 2007:5). To be able to read, and

especially, the inability to read successfully, is a real-life phenomenon.

Consequently, this study was based on verbal data collected, and not numerical data. To further

support the suitability of a qualitative research methodology and a case study design, research

was conducted in a natural manner, where interaction occurred naturally without any form of

interaction being forced. | was viewed as the initial source during the data collection and data
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analysis process. Next, | worked closely with the participants to construct meaning of the research
problem: Current low reading levels of EFAL learners, in the Intermediate Phase, may be linked
to a lack of teaching reading strategies. Accordingly, all research gathered by me was based on
individual experiences of the participants. Data gathered during research stemmed from 2 semi-
structured interviews of 30 — 40 minutes each, document analysis of the EFAL CAPS for Grades

4-6, and analysis of study material of two tertiary institutions.

To conclude, a qualitative research methodology gave me a clear idea as to what reading
strategies are taught by EFAL intermediate phase teachers, and how successful these strategies
are, what the CAPS document for EFAL, Grades 4-6, states in terms of reading, and how two

tertiary institutions prepare pre-service teachers to teach reading.
1.9 POPULATION AND SAMPLING

Nieuwenhuis (2007:79) explains sampling as “the process used to select a portion of the
population for study”. Additionally, population refers to a group of individuals where a sample is
gathered for a specific research study (Maree & Pietersen, 2016). Moreover, the criteria for a
population is a common feature evident, as seen with a group of individuals. Non-probability
sampling was suitable for this study, as “sampling does not randomly select participants,
consequently having the limitation of not being able to generalise” (Maree & Pietersen, 2016:328).
Maree and Pietersen (2016) suggest that non-probability sampling is appropriate if research must
be obtained in a limited time span and if there is a lack of funds, including if it is challenging to
find adequate participants. In accordance with non-probability sampling was the selection of a
purposive sampling method suitable to this study. During Chapter 3, | elaborate on population

and sampling.
1.10 DATA GENERATION METHODS

Data can be defined as small elements of information, whilst using the information to draw
conclusions on certain topics (OECD, 2006:119). Data are also valuable for qualitative variables,
regarding an object (Australian Bureau of Statistics, 2021). Additionally, data collected during
qualitative research can be represented either verbally or narratively (Head Start ECLKC, 2021).
Moreover, data collection procedures for this study were also guided by the theoretical framework
applicable. As such, the data collection procedures were guided by a qualitative methodology, as
well as a case study method. Thus, in this research study, data were recorded or collected
information, which were assessed in order to make an informed decision concerning a specific
matter. Data collection during qualitative research can be generated through various forms,

including: focus group discussions, structured or semi-structured interviews, different
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questionnaire forms, observations, types of tests, as well as other less formal conditions (Head
Start ECLKC, 2021).

In this research study, | aimed to generate data in two different ways. Firstly, 2 semi-structured
interviews were conducted, with two EFAL teachers, teaching to Grade 4 and 5 learners
respectively. Secondly, a document analysis was conducted, where the current CAPS document
for EFAL, Grades 4 — 6 (DBE, 2011a), as well as documentation from two tertiary institutions

providing pre-service teacher training programmes, were analysed.
1.10.1 Document analysis

According to Bowen (2009:30), document analysis “is a systematic procedure for reviewing or
evaluating documents - both printed and electronic material”. To add, “document analysis requires
that data be examined and interpreted in order to elicit meaning, gain understanding, and develop

empirical knowledge” (Corbin & Strauss, 2008:53).

The documents that were analysed in this study are the current Curriculum and Assessment
Policy Statement (CAPS) for EFAL, Grades 4 — 6 (2011), as well as documentation from two
tertiary institutions providing pre-service teacher training programmes. This analysis enabled me
to determine the official stance with regard to the teaching of reading strategies, as well as how

these teaching strategies are integrated in an EFAL lesson.
1.10.2 Interviews

According to Kvale (1996), during a qualitative research study, the interview attempts to describe
and add meaning to universal themes “in the life world of the subjects”. Kvale (1996) elaborates
by stating that the main focus during an interview is to gain understanding of what is said by the
interviewees. Interviews are a convenient method with which to gather rich data as interviews are
extremely beneficial to get insight into a participant’s knowledge (McNamara, 2006). During the
interview process, the interviewer can follow-up on relevant information regarding the topic
(McNamara, 2006).

To add, interviews are a useful tool, in order to follow up on certain findings and to further
investigate responses (McNamara, 2006). An interview is also more personal than a
questionnaire, as the interviewer works directly with the participant/s (Kvale, 1996; McNamara,
2006). To conclude, an interview enables the researcher to probe certain questions (McNamara,
2006).

When applying the above to this specific study the interview questions were aligned according to

the research problem, as identified previously. Responses from interviewees enabled me to
13



comprehend which reading strategies are employed by current EFAL teachers teaching Grade 4
and 5 learners in the Intermediate Phase. Additionally, the responses from the interviewees
assisted me to determine how successful the employed methods are in a real-life context, the
EFAL Grade 4 or 5 classroom. | also based interview questions on findings noted during previous
research conducted on similar research issues. There were 2 interviews: one per teacher, which
lasted for approximately 25 — 30 minutes each. The reason for this was to understand how
teaching strategies are taught, how successful these implemented reading strategies are, and to
gather rich and insightful data. Lastly, an interview allowed me to build a closer relationship with
participants, as a relationship is conducive to the participant trusting the researcher and sharing

meaningful experiences.
1.11 DATA COLLECTION PROCEDURE

Data-collection procedures “allow us to systematically collect information about our objects of
study (people, objects, phenomena) and about the settings in which they occur” (Gobena et al.,
2004). Gobena et al. (2004) further explain that during data collection procedures, data must be
collected systematically. If data is collected “haphazardly, it will be difficult to answer our research
questions in a conclusive way” (Gobena et al., 2004). The data collection procedures below
assisted me to suggest an answer to the research question: Which reading strategies are

employed by teachers in EFAL intermediate phase classrooms?

The first data collection procedure entailed conducting interviews with 2 EFAL, Grade 4 and 5
teachers respectively. To explain, the interview questions were aligned with the research
questions and the research problem. This was followed by transcribing the interviews, which
assisted me in further establishing how reading strategies are taught, how successful these
implemented reading strategies are, and to assure that rich and insightful data were gathered.
This allowed me to make inferences regarding reading strategies. Additionally, | gained better
insight into the current issue of teaching reading for meaning when teaching EFAL to the
Intermediate Phase. The next data collection procedure entailed document reviews. During this
data procedure, the current Curriculum and Assessment Policy Statement (CAPS) for EFAL,
Grades 4 — 6 (2011) was analysed. Hereafter, | analysed documentation from two tertiary
institutions providing pre-service teacher training programmes. The data analysis method was

content analysis.

Sandelowski (2011:234) defines data analysis as a “process involving the collecting of raw data,
analysing this raw data, and interpreting the data”. Supporting Sandelowski’s (2011:234)
statement, Nieuwenhuis (2007:99) elaborates on qualitative data analysis by saying that data is

normally based on “an interpretive philosophy”, which is aimed at examining the meaningful and
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significant “content of qualitative data”. Along with this, the data analysis methods are also guided
by the theoretical framework of the study. Subsequently, exploratory data analysis was suitable
for this study as the goal of exploratory philosophy “is to interpret data effectively” (Nieuwenhuis,
2016b:104). During data analysis the data must be organised coherently so that all data
demonstrate a similar format (Denscombe, 2010:286). Additionally, for reference purposes,
material of raw data must be identified by using unique codes (Denscombe, 2010:286). When
analysing data, certain steps must be taken. These steps include: firstly, during the immersion
process, data must be examined to get “an overall feel of the data” (Wellington, 2000:135). Next,
the researcher must reflect on the data (Wellington, 2000:135). This is followed by analysing the
data where data are filtered according to data that will be used (Wellington, 2000:135). Thereafter,
coding will be applied; specifically, open coding. To explain, open coding “involves the break
down, examining, comparing, conceptualising and categorising of data in order to identify,
analyse, question and explore categories of data” (O'Donoghue, 2007:91). Consequently, data
are grouped in different classifications to assist the identification of patterns, as well as to create
new “knowledge constructs” (Wellington, 2000:136). Lastly, the researcher must “relate and
locate data from other people’s research” (Wellington, 2000:136). The data analysing process is

explained in detail in Chapter 3 of this study.
1.12 VALIDITY, RELIABILITY AND TRUSTWORTHINESS

During qualitative research, the researcher must ensure credibility, transferability, confirmability
and dependability. The significance of trustworthiness in research is specified by Guba (1981),
with the identification of four concerns to be addressed by the researcher, regardless of the
chosen research paradigm. In short, these include: establishing confidence in research findings,
applicability of these findings with respondents, consistency of research findings and neutrality
concerns of the researcher and the participants. The following four elements suggested by Lincoln
and Guba (1982), Bitsch (2005:85) and Baxter & Eyles (1997) were used in this study to ensure
trustworthiness: credibility, transferability, dependability and confirmability. These and how they

were applied to this study are discussed more in detail in Chapter 3.
1.13 POSITIONING MYSELF

| am a full-time EFAL educator teaching Grade 6 learners and | am interested in the field of L2
development. | believe, as human beings, we still have so much to learn, especially on how an
L2 is acquired and successfully developed. What triggered my interest in this specific research
topic was my own experience when teaching reading to EFAL learners in the Intermediate Phase,
as well as discussions which | had with other teachers, in terms of reading. These teachers

expressed their thoughts on reading development, and experience similar reading issues in their
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classrooms. | would like to suggest solutions to the current reading problems in the South African
context. In this regard, | hope to gather insightful, rich data, which may assist me, as well as other

EFAL teachers and other subject teachers to develop reading successfully.
1.14 SUMMARY

In this chapter, an orientation for the study was given. This included elaborating on the research
problem, followed by the research questions. Thereafter, | stated the general and specific aims
of the study. Then, the theoretical framework, based on the SVR was explained, followed by
clarifying a qualitative research design. Next, | detailed an interpretivist research paradigm. This
was followed by stating the population and sampling, as well as the data generation methods,
which were based on document analysis and semi-structured interviews. After this, | explained
the data collection procedure, as well as content analysis. Additionally, there was also an
explanation based on validity, reliability and trustworthiness, which are discussed in Chapter 3.

The next chapter focuses on a literature review.
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CHAPTER 2 LITERATURE REVIEW

2.1 INTRODUCTION

The main function of a literature review is to educate the reader, as well as the researcher. To
elaborate, Arshed and Dansen (2015:32) state that the literature review of a research study is
vital, as it provides crucial information concerning the background of the research study along
with justification for conducting the suggested research study. In essence, the researcher extracts
and summarises significant statements, findings, and issues, based on the focus of the research
study, as evident during a critical review of previous literature (Nunan, 2003). This chapter
describes a traditional literature review, as identified by Arshed and Dansen (2015:32). This
literature review provides an extensive summary concerning previous literature conducted on the
topic of teachers’ use of reading strategies when teaching reading for meaning to EFAL learners
in the Intermediate Phase. | commence this chapter by discussing the complexity of reading, as
this provides a context for the research problem identified. This is followed by an exploration of
the reasons why reading levels in South Africa are problematic. Next, current challenges with pre-
service teacher training to teach reading are explored. Additionally, effective reading strategies
are discussed, as supported by research. To conclude, the simple view of reading (SVR) is

expounded as the SVR has proved to be successful when teaching reading.
2.2 THE COMPLEXITY OF READING

As stated, the focus of this research study is on reading and specifically reading for meaning by
EFAL learners in the Intermediate Phase. This section elaborates on the complexity of reading.
Learning is viewed as a basic human right according to the Declaration of Human Rights by the
United Nations General Assembly (1948), as well as the World Economic Forum (2000). Hence,
reading is viewed as an essential skill and the central point to the learning process. The term
reading holds various meaning along with numerous misconceptions. In simple terms, reading is
recognising letters, along with words, whilst making meaning of these letters and words. However,
when analysing previous studies, it is evident that reading is much more complex than simply
recognising letters and words and creating meaning of these letters and words. Reading is viewed
by most academics, as a “cognitive, affective and social activity” (Bus, 2001; Grabe & Stoller,
2002; Guthrie & Wigfield, 2000; Verhoeven & Snow, 2001 as cited by Boakye, 2015). According
to Ezc (2000), word recognition and decoding alone are not adequate for successful reading.
Linake (2015) adds to Ezc’s (2006) statement, asserting that a successful reader should be able
to comprehend written letters and words, while making meaning from written texts. Along with

being able to read for meaning, Joubert et al. (2015:101) add by stating that reading is also an
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activity involving problem solving skills. Klapwijk (2015:1) also identifies a key aspect when
reading for meaning by pointing out that reading for meaning depends largely on a learner’s
reading abilities which were developed in the Foundation Phase. The act of reading also entails
multiple processes. According to Anderson et al. (1985), one of the major processes involved
during the act of reading, is to decode letters and words by applying appropriate linguistic
knowledge, as well as analysing discourse aspects and structures. With the statement of
Anderson et al. (1985) in mind, one can argue that comprehending written texts and words
requires higher-order thinking, along with the application of appropriate reading strategies. As
such, sufficient reading development has received major attention as being the primary goal of
education systems. According to Pretorius (2002), reading ability will not automatically lead to
academic achievements, but a lack thereof will lead to creating a barrier for academic
achievements. Consequently, it is evident that reading is recognised as a complex activity, and
learners should be provided with ample support in accomplishing this skill. See a visual

presentation of the explanation of the complexity of reading in Figure 2.1:
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Figure 2.1: Cummins’s framework of language skills (adapted from Prince, 2017:52)
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As seen in Figure 2.1, Cummins’s framework of language skills forms the base for the complexity
of reading. Reading is a complex task, since it consists of reading for meaning and applying
problem solving skills. Additionally, reading for meaning includes decoding and word recognition,
whereas, applying problem solving skills are based on higher order thinking and applying
appropriate reading strategies (Prince, 2017:52).

2.3 REASONS FOR LOW READING LEVELS IN SOUTH AFRICA

When viewing the literacy and reading test results of the current Progress in International Reading
and Literacy Studies (PIRLS, 2006, 2011 & 2016), as well as the Annual National Assessment
Report (ANA), it is evident that South African EFAL learners are battling with reading in the
Intermediate Phase (Grades 4 — 6) (DBE, 2014; Spaull, 2013). Reasons as to why this is the
current reality, are explored. Firstly, low reading performances of current EFAL intermediate
phase learners in South Africa can be associated with the current language policy, as determined
by the Department of Basic Education (2011). This statement is supported by Spaull (2013), who
attributes the reading problems to the language policy. To explain: in South Africa, learners have
the option of receiving education in their home language during the Foundation Phase (Grades 1
— 3), with English taken as an L2 (additional language). However, when a learner progresses to
the Intermediate Phase (Grades 4 — 6), English becomes the language of instruction in most
schools (Spaull, 2013). This implies that a learner now receives education in an L2, and not a
home language. This poses challenges, as research suggests that learners can only acquire an
L2 successfully if these learners have fully mastered their home language (Meneghetti et al.,
2006). This, however, is not the case in South Arica. According to Dikotla (2018), language
education which removes mother tongue as the medium of instruction, will facilitate unsuccessful
language development. As such, mother tongue instruction should be extended for six years of
“formal school for successful literacy attainment” (Dikotla, 2018:1). The current education system
in South Africa has unrealistic expectations of learners who transit from “mother tongue instruction
to English as the Language of Instruction after as few as three years” (Dikotla, 2018:1). Regarding
a South African context, current reading problems are oftentimes “masked” by literacy problems,
as identified by (Pretorius & Klapwijk, 2016). To explain, South African learners struggle to read,
regardless of their home language. Pretorius and Klapwijk (2016) summarise the current
language issue by stating that the majority of leaners receives teaching through a language that
is not their home language. Naturally, language can be suggested as a factor contributing to poor
comprehension, especially in EFAL reading (Pretorius & Klapwijk, 2016). However, according to
Howie et al. (2008:3), in South Africa “reading problems tend to be masked by language
proficiency issues”, and an “associated assumption” is that comprehension challenges are “a

product of limited language proficiency”. These reading difficulties are often primarily
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misattributed to language proficiency, accompanied by the assumption that language proficiency
improvement will lead to resolving reading problems. Language proficiency and reading ability
are inextricably linked, however language and reading abilities are not similar Pretorius &
Klapwijk, 2016). Pretorius and Machet (2004:47-48) pointed out over that “poor literacy results
cannot be solely attributed to second language instruction as teachers and learners are struggling

with literacy in the African Languages, as well as English”.

Furthermore, this is confirmed when viewing the PIRLS (2006 & 2011) results, with learners
performing most dismally when completing comprehension tests in their African home language
(Howie et al., 2008; Mullis et al., 2012). This finding strengthens the claim of Pretorius and Machet

(2004:47-48), that learners struggle to read, regardless of their home language.

The second reason is related to socio-economic circumstances. The DBE’s Annual Report
2019/2020 (2020) states that Grade 8 learners living in rural areas, are on average 14 years old.
Yet, when assessing their ESL reading levels, these Grade 8 learners are equivalent to learners
of 7.6 years old. Bhorat and van der Westhuizen (2012) state that this can be connected to
“backlogs and poverty” in certain communities. Additionally, these learners will have limited
exposure to learning environments of high quality, as Gove and Cvelich (2011) state that limited
exposure to quality education has “disproportionately impacted second-language learners and
rural students in terms of reading performance”. There is a lack of reading materials in
impoverished homes, parents are often illiterate and do not read themselves, and learners are
expected to help with household chores and looking after siblings. This results in learners not

prioritising reading in any form, as argued by McBride (2019).

A third reason impacting reading proficiency may be linked to instruction time. When analysing
the current CAPS document for Grades 4 — 6, EFAL (DBE, 2011b), the allocated time suggested
for reading development, is not adequate. To elaborate, it is stated in the CAPS document for
Grades 4 — 6, EFAL (DBE, 2011b:13) that the time allocated for “Reading and Viewing” per two-
week cycle is 5 hours for Grade 4 learners, 5 hours for Grade 5 learners, and 4 hours for Grade
6 learners. One must keep in mind, this is for both the skills of reading and viewing, and not for
reading exclusively. Moreover, the time allocations in the CAPS for Grades 4 — 6, EFAL (DBE,
2011b), do not include any additional time allocations for the teaching of effective reading

strategies.

Additional reasons for low reading levels in South Africa also include the following: a lack of
emphasis on reading in school environments; the number of learners in classes; the reading
methods used when teaching reading; the relationship between parents and teachers; learner

attendance at schools; the development of a reading culture at home, as well as current academic
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levels of learners when entering a grade (Mophosho et al., 2019:62). Together with this, Mullis et
al. (2007) and Howie et al. (2008), believe previous reading exposure also plays a key role in

ongoing development of reading.

Finally, a major reason for low reading levels in South Africa is training received by service
teachers during pre-service teacher education, to teach reading effectively, as identified by Nel
and Muller (2010). The impact of teacher training on teaching reading is significant to the
development of learners’ reading levels (Pretorius, 2002). This aspect is explained in the next

section.
2.4 THE ROLE OF TEACHER TRAINING TO TEACH READING

As stated previously, a major reason for low reading levels in South Africa is a lack of training
received by pre-service teachers to teach reading effectively. This statement is supported by
researchers throughout. Pretorius and Klapwijk (2016) found that pre-service teacher training is
a major challenge in South Africa, especially sufficient training to teach reading. Klapwijk and Van
der Walt (2012) maintain that pre-service teacher training requires change, in order for further
reading development in South Africa. This change entails more focused training provided to
teachers, in order to teach reading to EFAL learners. As such, the importance of sufficient teacher
training is discussed next. This is followed by an in-depth analysis regarding teacher training to

teach reading in particular, especially to EFAL learners.
2.4.1 Effective teacher training

Sufficient teacher training is both a problem and a solution for the development of quality
education. Providing teachers with sufficient pre-service teacher training may prove beneficial to
education development in South Africa. However, without sufficient pre-service teacher training,
education development will deteriorate. This statement is supported by Getachew (2015), who
reported on pre-service teacher training and said that education development can be linked to
sufficient teacher training. A main reason for this, as identified by researchers, is insufficient
pedagogical knowledge (Akyeampong et al., 2006; Andrews, 2003), along with a lack of
satisfactory teacher competency (Cohen et al., 2007). It is argued that some teachers lack subject
related knowledge and are unable to meet the demands of subject related challenges. With regard
to teachers teaching reading, the “Teacher Prep Review: A Review of the Nation’s Teacher
Preparation Programs”, as reported by the National Council on Teacher Quality (NCTQ, 2013),
suggests that current ESL teachers are not receiving effective training to teach reading. The next

section elaborates on pre-service training to teach reading.
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2.4.2 Pre-service training to teach reading

Pre-service training to teach reading, including the teaching of reading strategies and the teaching
of comprehension instruction, is crucial for adequate reading development of learners, especially
for EFAL learners in South Africa. Banda (2000) supports this statement by adding that South
African teachers’ ability to teach the necessary language skills is crucial for their academic
development. Moats (2020) states that effective teaching of reading can lead to problem

prevention in the South African education system.

With regard to the South African context, Klapwijk and Van der Walt (2012:27) state that research
demonstrates the need to equip teachers with the necessary knowledge and skills to teach
reading to EFAL learners. The researchers maintain that sufficient reading strategies must be
taught explicitly, however, the reality is that the teaching of reading strategies seldom occurs
(Klapwijk & Van der Walt, 2011:27). With this in mind, Sailors (2009:647) states that too much
attention is given to general professional development of teachers, and not enough attention to
“comprehension instruction”. As a result, teachers are confused when the need arises to teach
reading strategies (Block & Duffy, 2008:28).

Another issue which impacts the development of reading and which can be connected to pre-
service training to teach reading, as identified by Stoffelsma and de Jong (2015), is the reading
abilities of EFAL teachers, when reading in English. During a study conducted by Stoffelsma and
de Jong (2015), 496 first year B.Ed. students were selected for the study, focusing on the reading
ability of these first-year B.Ed. students. The B.Ed. first-year students took part in two
internationally recognised reading tests, namely, the Pearson Test of English-Academic (PTE-
Academic) and the Programme for International Student Assessment (PISA). The test results
demonstrated that only 48% of these first-year B.Ed. students was able to score an acceptable
level of reading ability. Regarding Stoffelsma and de Jong’s (2015) study, one can argue that
students still have 3 years to improve their reading abilities before most will graduate. However,
one cannot be certain that such skills will be acquired by the time they complete their studies.
This is disconcerting as the question arises whether teachers who themselves are not skilled

readers, will be able to teach reading skills to learners.

Additionally, sufficient pre-service teacher training to teach reading will be beneficial for both the
student teacher and the learner. This statement is supported by a research study conducted by
Davenport et al. (2019), with the focus on providing pre-service teachers sufficient training to
teach reading. During this research study, three student teachers at a Montessori school were
participants. These three student teachers received explicit training on the teaching of reading

skills, by means of the “reading racetrack” method and were able to transfer these newly acquired
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reading skills successfully during the teaching of reading (Davenport et al., 2019:391). The
“reading racetrack” method entails 12 steps during the teaching of reading, including the teacher
pointing to new words, followed by learners repeating the words, giving praise if correctly
pronounced, repeating the process if incorrectly pronounced, and then progressing to reading a
passage with these words whilst being timed, followed by checking comprehension. The next

section is based on finding solutions for the stated challenges.

In order to find a solution to the above-mentioned challenges, Grabe and Stoller (2002:157)
suggest that both EFAL teachers, along with curriculum developers, should focus on the “optimal
pursuit of instructional goals in various contexts”, before starting with the actual reading of texts.
South African teachers need more support from higher educational institutions, with initial teacher
training focusing on more exposure to the teaching of reading strategies, reading programmes,
and sufficient reading instructions. This is according to the Joint Education Trust (JET) report on
Education Services that concluded that reading pedagogies require more attention during pre-
service teacher training (Taylor, 2014). Additionally, universities should teach the reading
process, based on decoding, whilst understanding the context of a text (Taylor, 2014). To
conclude, the JET Report states that “the cause of poor performance, by and large, lies not with
teachers but with the teacher education system that produced them” (Taylor, 2014:6). As such, it

is suggested that pre-service teacher training requires attention.

2.5 EFFECTIVE READING STRATEGIES

There is much focus on effective reading strategies in current research, both in English as a home
language, and English as a first additional language. Therefore, this section analyses effective
reading strategies, as supported by research. Regarding this research study, ‘reading strategies’
refer to selected and controlled actions practised by readers to achieve pre-determined goals
(Carrell, 1991). Additionally, reading strategies also reveal the manner in which readers conduct
interactions with texts, accompanied by selective reading strategies. Carrell (1991) adds by
stating that reading strategies can be conscious or automatic. However, before the use of reading

strategies can become automated, these need to be taught and modelled by teachers.

With this in mind, research establishes that there is a need for the teaching of cognitive strategies,
as this will enable learners to monitor and improve their reading (Anstey & Bull, 2004:152). The
term, cognitive strategies, refers to an individual’s “awareness and control of thinking processes”
(Anstey & Bull, 2004:152). In other words, cognitive strategies refer to ongoing mental processes,
applied by readers, to retrieve and build meaning from written texts whilst creating long-term
memory structures. Furthermore, Nordin et al. (2013:1) state that if learners are simply reading

without applying effective reading strategies, these learners are taking part in “mindless reading”.
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The goal, therefore, is to mature from an EFAL reader to a highly effective EFAL reader by
applying effective cognitive reading strategies. During a study conducted by Pressley and
Afflerbach (1995:102), the focus was to gain insights into what processes are occurring while
reading by means of “verbal protocols”. These verbal protocols, as gathered by Pressley and
Afflerbach (1995:102), confirmed that reading is an on-going process with readers continuously

changing the applied strategy to appropriately respond to texts.

In order for learners to apply reading strategies according to the goals of a particular text, McEwan
(2004) suggests teaching the “Seven strategies of highly effective readers” to learners. Moreover,
Elaine McEwan-Adkins is an expert in the professional development of teachers, specifically in
assisting teachers to face current literacy challenges. The strategies include the following:
activating background knowledge, making inferences, monitoring and clarifying, asking questions,
searching and selecting information, summarising information and visualising information. Below

is a short explanation of what each strategy entails.
2.5.1 Activating learners’ background knowledge

According to Keene and Zimmermann (1997), activating a learner’s background knowledge is
regarded as one of the most effective methods to improve reading for meaning. The term
background knowledge refers to prior knowledge, which is essential to understand a specific
situation (The Free Dictionary, 2020). Furthermore, for learners to be able to apply their
background knowledge, learners must be taught how to “consciously activate relevant schemas”,
which will lead to a better understanding of new texts (Schallert, 1982:315). Schema can be
defined as a “data structure for representing the genetic concepts stored in memory” (Rumelhart,
1980:34). Rumelhart (1980:34) elaborates, arguing that schema is a form of structures based on
an individual’s general knowledge used in order to understand a text. From the statements above,
it is evident that teachers should align the activation of background knowledge with the pre-
reading phase activities to ensure that this strategy is successful. This will prove beneficial for
learners, as supported by a study conducted by Carrasquillo and Rodriguez (2002:200), with the
results of the research study demonstrating that activating a learner’'s background knowledge
regarding “one's own culture” will lead to an increase in reading for meaning. Additionally,
Neuman et al. (2020) conducted a research study involving low- and middle-class learners, whilst
using tasks with fictional characters to assist in the activation of learners’ background knowledge.
The results validated that activating a learner’s prior knowledge will add to comprehension of a
text. To conclude, McEwan (2004) believes that retrieving information from a learner’s long-term

memory will assist that learner to read for meaning, which is the ultimate goal of reading.
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2.5.2 Making inferences

According to Bailey (2019), the term ‘inference’ refers to making assumptions, based on new
information being implied, rather than explicitly stated. The skill to make inferences is regarded
as an essential skill to read for meaning. As such, inferences are made daily, both in an oral form
and during communication (Bailey, 2019). Davoudi (2005) adds to Bailey’s (2019) statement,
affirming that the ability to make inferences is a key aspect during reading, along with being a key

component when reading fluently.

Additionally, when teaching learners to make inferences, the end goal should be to make
inferences automatically. Furthermore, McEwan (2004) states that the inferring process asks of
learners to bring spoken information and written texts together, along with extracting relevant
information from prior knowledge, as well as building and constructing sufficient meaning. To
explain the importance of making inferences, Warnidah and Suwarno (2016) conducted a
research study with eleventh graders as participants. Data was generated by means of a reading
test, along with a questionnaire similar to a Likert scale. The results demonstrated that learners
battle with making inferences, especially regarding the attitude of the author. Although Warnidah
and Suwarno’s (2016) research study was focusing on reading difficulties of eleventh grade
learners, one can argue that this strategy was not developed or not taught in the prior grades. As

such, learners’ reading comprehension will be affected without the ability to make inferences.

During another study conducted by Bayat and Cetinkaya (2020), the participants included a total
of 115 fifth grade and sixth grade learners. During this study, the focus was on the overall effect
of inference on reading comprehension. Data was gathered by means of two tools, including an
“inference ability test”, as well as a reading comprehension (Bayat & Cetinkaya, 2020:5). The
‘inference ability test” consisted of 13 open-ended questions, whereas the reading
comprehension consisted of 28 questions, grouped according to the types of questions (Bayat &
Cetinkaya, 2020:5). The results demonstrated that inference making is strongly connected to
reading comprehension, as the learners’ reading comprehension abilities were labelled as
‘medium level’. To conclude, it is evident that learners’ ability to make inferences enhances
reading comprehension. Thus, Bailey (2019) suggests that teachers should assist learners
throughout the process of making inferences, whilst stressing learner awareness during
conversations. The ability to make inferences, or in layman terms, reading between the lines,
followed by making connections and coming to solutions, is an advanced skill that needs to be

honed, modelled and taught by teachers.
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2.5.3 Monitoring and clarifying information

According to McEwan (2004), monitoring and clarifying as a skill implies that a reader is actively
thinking while reading: thinking about how to read, as well as what is being read. Additionally,
monitoring and clarifying occurs during reading and after reading, whilst comprehending what is
read. Moreover, the monitoring and clarifying skill enables a reader to identify doubtful parts,
followed by taking the required steps to re-establish meaning of these indeterminate parts
(Gosling & Edwards, 2003).

Furthermore, the monitoring and clarifying technique builds learner self-confidence, as learners
are encouraged by teachers to reflect on personal cognitive processes while reading. To explain
this further, Paris and Myers (1981:5) conducted a research study with a sample group of thirty-
two ESL fourth grade learners. The aim of this research study was to demonstrate that there is a
connection between the ability to monitor and clarify information while reading by means of
“spontaneous and directed monitoring”. The results demonstrated that most learners were
capable of direct monitoring, however, this was not the case during spontaneous monitoring. Paris
and Myers (1981:5) confirmed that “Spontaneous monitoring of incomprehensible information
was considerably inferior for poor readers”. The monitoring and clarifying technique is beneficial
as it allows learners to focus on reasons why a text may prove challenging, as well as provide
learners with the opportunity to ask questions, read challenging terms again, rephrase
information, and build visual presentations of texts. In other words, leaners gain access to texts

by employing this strategy.
2.5.4 Asking questions

Asking questions is a learner centred strategy, enabling learners to answer questions based on
the purpose of a text (McEwan, 2004). These questions can be answered by means of engaging
in a dialogue with the teacher and with other learners. Palinscar and Brown (1984:340) also
differentiate between the various forms of questions, including “self-questioning, question
generation, and question answering”. During a study conducted by Wells and Arauz (2006), the
focus was on nine teachers applying the question asking method when teaching. Data was
generated by means of in-class observations, which were based on teacher initiation to elicit
questions, asking follow-up questions and learner contributions and interactions. Wells and
Arauz’s (2006:394) research study concluded that learners would participate in the question
asking and question answering activity with “greater linguistic complexity” if a teacher can apply
the question asking strategy successfully. Additionally, the National Reading Panel (2000) also
conducted a research study examining 203 reading comprehension studies based on reading

strategies. During this research study, the results demonstrated that asking questions to learners
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was the most successful strategy for reading comprehension. It is evident from the above
explanations that asking questions as a technique can be applied during all three phases of
reading: pre-reading, during-reading and post-reading. Additionally, Palinscar and Brown (1984)
suggest asking questions according to Bloom’s Taxonomy, especially higher-order questions, as

this gives learners the opportunity to explore deeper explanations.

It is clear from McEwan (2004) and Palinscar and Browne’s (1984) statements that modelling
effective questions and encouraging learners to ask questions throughout will improve reading for
meaning, as well as the learning process. To conclude, appropriate questions can enable learners

to improve reading development.
2.5.5 Searching for and selecting information

According to Bojovic (2010:2), the skill of searching and selecting information assists a learner to
locate specific information based on predetermined themes. Bojovic (2010:2) also adds that
selective reading enables a learner to achieve specific reading goals, as this identified end-goal
is continuously in a learner’s thought processes. As such, the searching and selecting technique
can be applied when reading for specific purposes or during general reading. Searching and
selecting relevant information will lead to improved reading comprehension, as supported by a
research study conducted by Cerdan et al. (2011:201). The participants in this research study
included 72 primary school learners, with data generated by means of two reading texts and
reading comprehension questions based on the reading texts. The results demonstrated that less
skilled readers battled with searching and selecting information, whereas skilled readers were
able to apply this strategy successfully. Additionally, Rogers and Swan (2004) also conducted a
research study, aiming to establish the impact of learners being able to select and search for
specific information. The participants included two university students, both searching for answers
according to the questions. The questions were based on a passage regarding Mark Twain.
During this research study, the participants applied the searching and selecting method by means
of searching for keywords relevant to the question. The results confirmed that the students who
applied the searching and selecting strategy were able to comprehend the text, as well as to
understand the questions better. To conclude, McEwan (2004) adds that during the searching

and selecting process, a selection of sources can be viewed.
2.5.6 Summarising information

The term, summarising, can be defined as the process occurring when taking large sections of
texts and rephrasing these, whilst including only key points (Jones, 2018). When summarising, a

learner focuses on main ideas and significant details supporting these main ideas. Jones (2018)
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continues by adding that the summarising technique develops lifelong learners. Thus, learners
will be able to apply this technique not only in education, but also throughout their lives. This
strategy has proven successful as supported by a research study conducted by Brown (1992).
This study focused on both teachers and learners. The research process involved that teachers
gradually released responsibility to the learners, who, when confident, were able to summarise

information without teacher assistance.

The process was guided by teachers and them providing assistance when required. Additionally,
Mills (2008) conducted a research study based on the “60 words tool”, enabling learners to
summarise a text in 60 words or fewer. This method is extremely beneficial, as it allows learners
to create their own thoughts, combine their ideas and to discuss why they included or excluded
information. With these research studies in mind, it is evident that summarising information has
proven challenging for learners, especially intermediate phase learners. As such, summarising
information as a reading strategy is not as popular as other reading strategies, yet is just as
beneficial as other reading strategies, if not more beneficial. Granting, learners find summarising
information extremely challenging. Reasons for this can include that summarising must be guided
by the teacher, therefore, teachers must have knowledge on how to use summarising effectively
(Jones, 2018; Mills, 2008). Together with this, summarising information can be time consuming,
as this is a process. Conclusively, summarising allows a learner to collect the gist of what was

read to better comprehend the passage, as well as the overall message of the passage.

2.5.7 Visualising and organising information

According to McEwan (2004), the purpose of visualising and organising information is to build a
mental image or a realistic organiser with the intent of extracting and reconstructing information,
as required. Additionally, Trehearne (2006:159) states that visualising and organising by means
of graphic organisers are “visual and spatial ways to organise” information, along with presenting
information logically. In order for a learner to apply this technique successfully, a teacher needs
to demonstrate how to apply purposive selecting of information whilst incorporating selected
information graphically. Trehearne (2006:159) adds that graphic organisers comprising
information from texts should be supported by, firstly, activating a learner’s background
knowledge, also developing new vocabulary, followed by displaying the connections between
different concepts. If a learner is able to apply the visualising and organising strategy successfully,
reading for meaning will occur. This statement is supported by a study conducted by Ghazanfari’s
(2009), with the participants of the research study including 50 undergraduate EFL students. Data
was generated by means of comprehension questions based on three short stories. Additionally,
the participants were divided in two groups consisting of 25 students per group. The control group

received guidance on visualising and organising information, whereas the other group received
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none. The results of Ghazanfari (2009) research study confirmed that the control group was able
to recall information based on the passages three weeks after the passage was read. Additionally,
Sadoski and Willson (2006) conducted a large-scale research study in the “Pueblo County
Schools”, with the participants including Grades 3 — 5 EFAL learners. These learners received

explicit instruction on building visual images while reading.

The results demonstrated that learners’ reading comprehension improved when applying
visualising and organising strategies. Gambrell and Koskinen (2002) introduced the following
visualising and organising strategy process. Firstly, a teacher begins reading a passage, while
pausing after descriptive sentences. Thereafter, the teacher shares the picture created visually,
by using descriptive words from the passage. The teacher then adds explanations on how this
visual image assists in an overall understanding of on-going actions in the passage. Then, the
teacher continues with reading and pauses at a descriptive sentence again. Here, the teacher
asks the learner to share a visual image of the passage. Additionally, longer portions can be read
with a learner eventually being able to complete this entire activity individually. Considering the

above, it is evident that visualising and organising information will develop meaningful reading.

It is clear from the above that reading for meaning is a cognitively challenging task involving many
processes. The strategies suggested by McEwan may assist in improving reading for meaning.
These strategies will, however, only prove successful if learners are able to apply these strategies
according to the specific reading phases. As such, Anstey and Bull (2004) also state that these
seven reading strategies will only prove successful if a learner comprehends how to apply the
seven reading strategies, and when to apply the seven strategies. For additional reading
development, a learner should also understand why a selected strategy is used (Anstey & Bull,
2004). With this in mind, a teacher must be able to differentiate between the three reading phases

(DBE, 2011a), as shortly explained in the next section.
2.6 THE THREE READING PHASES

As stated previously, the seven reading strategies will only prove successful if used in the
appropriate reading phase. The three reading phases include the pre-reading phase, the during-

reading phase and the post-reading phase. As such, the three reading phases entail the following:
2.6.1 Pre-reading phase

Chastain (1988) states that pre-reading activities primarily encourage learners to develop a need
to want to read a text without being forced into reading a text. Thus, pre-reading activities support
learners to adequately prepare to read a text and to build self-confidence when understanding a

text. As such, pre-reading activities also enable a learner to organise information by creating a
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background context of the text. Ringler and Weber (1984) add that pre-reading activities support
the building of knowledge applicable to the content of the text. Moreover, the pre-reading phase
is advantageous to learners, as it will improve reading for meaning (Grabe, 1991). With this in
mind, pre-reading activities aim to improve a learner’s interest about a topic, improve motivation,
provide predicting exercises, activate a learner’s background knowledge, and sufficiently prepare
a learner to comprehend the context of a text (Varaprasad, 1997). Actively taking part in the pre-
reading phase will prove beneficial for learners, especially ESL learners, as supported by a
research study conducted by (Saricoban, 2002). This research study focused on applying three
reading activities during the different phases, however, only the pre-reading phase result will be
discussed. The sample group for Saricoban’s (2002) research study included 110 primary school
students, with the aim being to determine which reading activities are employed in each reading
phase. The results confirmed that “the successful learners and the less successful learners do
not significantly differ in the use of the strategies at the pre-reading stage”. However, Saricoban
(2002) states that strategies applied by learners during the pre-reading phase will significantly
impact progress in the during reading and post-reading phase, which will impact overall
understanding of a text. According to the CAPS documents for EFAL (Grades 4 — 6), the following
pre-reading activities are suggested: making predictions by means of the title, discussing pictures

or visuals, and previewing a text (DBE, 2011b).
2.6.2 During-reading phase

The during-reading phase mostly consists of the skimming and scanning for relevant content while
reading a text (Brown, 2002). Thus, the during-reading activities enable a learner to make
predictions regarding the purpose of a text, and to better comprehend the writer’'s intentions
(Flowerdew & Peacock, 2001). Applying while-reading activities also allows the reader to predict
the context of the entire text without having to read the entire text thoroughly. Along with skimming
and scanning, Brown (2002) also suggests searching for specific information. Therefore, if a
learner is able to apply during-reading activities, he/she will be able to monitor personal reading,
and focus on specific concepts. According to Saricoban (2002:8), the aims of during reading
activities are to create an understanding for the purpose of a text, to build language knowledge,
to develop a deeper understanding of a text, to make inferences, to support cross-cultural
challenges, and to generalize issues, as introduced in a specific text. Applying the during-reading
phase activities will prove beneficial for learners, especially ESL learners, as supported by the
previously mentioned research study conducted by Saricoban (2002). The results of this study
demonstrated that strategic readers were able to analyse arguments, as well as better
comprehend challenging vocabulary, along with comprehending the author's message. Saricoban

(2002) also noted that struggling readers focus on individual kinds of words, rather than building
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a message in order to understand the entire text. With regard to a South African environment,
Hlalethwa (2013:89) suggests that teachers should use the following during-reading activities to
enhance reading: phonemic awareness through using games and poems, applying blending and
segmentation activities, making use of word repetition and using different methods of asking

questions based on lower and higher order thinking.

Additionally, in South Africa, the current CAPS for EFAL (Grades 4 — 6), suggests the following
during-reading activities: giving a short oral overview of sections, comparing information,
expressing emotions towards a text, relating to personal experiences and retelling a short story
(DBE, 2011b).

2.6.3 Post-reading phase

Chastain (1988) states that post-reading activities enable a learner to clarify challenging concepts
whilst focusing on the meaning of the text, rather than the grammatical challenges of a text.
Hence, post-reading activities assist a learner to make reflections on a text, as well as respond
appropriately to a specific text. To validate this, Jelfs and Richardson (2010) conducted a research
study with the sample group including 156 Grade 5 EFAL learners. The aim of Jelfs and
Richardson’s (2010) research study was to demonstrate that sufficient post-reading strategies will
improve these Grade 5 EFAL learners’ reading comprehension. The participants received explicit
guidance to apply post-reading strategies. These explicit post-reading strategies included making
connections, thus, connecting new information to what the learner already knows, monitoring
one’s own understanding of the text and asking relevant questions based on the passage. As
such, the results demonstrated that low achieving readers are able to improve their reading if
sufficient reading instructions have been provided. Additionally, the aims of post-reading activities
are to assist learners to apply newly acquired knowledge in different situations, to be able to
summarise text whilst comprehending the message of the text, and to extract important points
from different sections of the texts. With this in mind, the current CAPS for EFAL (Grades 4 — 6)
suggests the following activities: creating posters, taking part in discussions, sharing opinions,
answering relevant questions, and summarising information. It is important to note that
summarising information is often neglected during the post-reading phase (Jelfs & Richardson,
2010).

When taking the “Seven strategies of highly effective readers” (McEwan, 2004) into consideration,
as well as the three reading phases (DBE, 2011b), researchers have come to the conclusion that
despite these suggestions, reading strategies must be taught explicitly by EFAL teachers (Dreyer,
1998; Grabe & Stoller, 2002). Additionally, Pressley (2006:100) states that the explicit teaching

of reading strategies, as well as teacher modelling, have proven successful to promote “self-
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monitoring and motivation”. Moreover, Alexander and Jetton (2000) also suggest that reading
should be goal-orientated with a learner applying the necessary reading strategy in order to meet
the reading goal. Thus, reading strategies will continuously change, depending on the goal of
reading a text, the various reading materials, as well as personal views about reading.
Conclusively, for EFAL learners to read for meaning, various reading strategies should be
combined, as stated previously.

See a visual representation of the three phases of reading in Figure 2.2:

* Preparation for a text T
+ Build self-confidence
 Organise information
* Creating a context

Pre-

reading
Phase

Taught
» Skimming and scanning explicitly =

» Making predictions .
- Searching for specific information — reading for

* Monitor personal reading meaning

During-
reading
Phase

« Clarify challenging concepts

* Reflect on the text

» Respond appropriately

» Connecting new information )

Post-

reading
Phase

Figure 2.2: The three reading phases (DBE, 2011b)

The following section entails a discussion of the simple view of reading, which forms the
theoretical basis of this study, as it encompasses both the mechanical part of being able to decode

words and to be able to read for meaning.

2.7 THE SIMPLE VIEW OF READING

As seen from the sections above, reading for meaning is a challenging endeavour, viewed as the
result of complex processes occurring between a reader and a text. Accordingly, Snow (2002)

states that quality reading can only occur if a reader applies reading strategies according to the
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demands made by the text. As such, the simple view of reading (SVR) has contributed to a learner
being able to apply reading strategies, as required by a text. This statement is also supported by
multiple researchers, as studies have demonstrated that the SVR applied as a reading model
have proven successful in developing meaningful reading (Catts, 2018; Hoover & Gough, 1990).
A research study conducted by Wang (2016), consisted of over 10 000 Grade 5 — 10 learners as

sample group.

The research results demonstrated “a reliable decoding threshold value below which there was
no relation between decoding and reading comprehension”, followed with the “two measures
[that] showed a positive linear relation” (Wang, 2019:2). Thus, according to the findings of this
study, decoding will have an impact on intermediate phase learners’ reading comprehension.
Initially, though, the SVR was never intended to be applied as a “complete theory of reading”, but
rather as a method to predict the reading comprehension in EFAL speakers (Tunmer & Chapman,
2012). The SVR is predominantly based on the concept that reading consists of two components,
“decoding and linguistic comprehension” (Gough & Tunmer, 1986:6; Hoover & Gough, 1990).
Snow (2018:313) observes that this theory itself “balances attention to decoding with attention to
language”, and therefore, it provides “early-grades teachers with strong guidance about the need
to support language development even as they teach the alphabetic principle.” The components

of the simple view of reading are particularised in the next section.

2.7.1 Decoding and linguistic interpretation

As stated, the SVR is predominantly based on the notion that successful reading consists of
decoding and linguistic comprehension (Gough & Tunmer, 1986; Hoover & Gough, 1990). To
elaborate, the SVR suggests that reading comprehension is the outcome of applying both
decoding and linguistic knowledge. Despite research validating that the SVR is effective to teach
reading, many researchers do not support this statement. According to Kirby and Savage
(2008:75) the SVR is not a complete reading theory, “nor a blueprint for instruction”. However,
Kirby and Savage (2008:75) do state that the SVR is “helpful in conceptualising” the teaching of
reading skills. Although the SVR has received some criticism, the theory has proved resilient over
the years (Kirby & Savage, 2008).

According to Tunmer and Chapman (2012:453), decoding can be defined as the ability to derive
a mental illustration gathered from text whilst isolating “word reading or non-word accuracy and
fluency”. Linguistic comprehension, however, is the ability to comprehend verbal language and is
also more challenging than decoding (Tunmer & Chapman, 2012). As such, the SVR identifies
two independent domains that are required for meaningful reading and states that a lack of either

decoding or linguistic comprehension will result in reading without meaning. It is important to note
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that even though decoding and linguistic comprehension allows for the prediction of reading
variances, the relationship of these two domains can vary depending on a learner’s current grade
(Tilstra et al., 2009). The SVR can be expressed as an equation: R = D x C in which R is the
measure of reading comprehension skills, D is the measure of decoding skills, and C is a measure
of language comprehension. Both the components, D and C, have numerical values between 0
and 1.

Zero indicates that there is no ability and 1 indicates a perfect ability. Any number that is multiplied
by zero, will be zero. In other words, a learner who has no decoding ability (D = 0), will also have
no ability to comprehend (C x 0 = 0). The same principle applies to comprehension. If a learner
does not have the ability to comprehend a language (C = 0), it means there will be no decoding
(D x 0 = 0), if there is no understanding. To explain, an Afrikaans-speaking person who has no
knowledge of the German language, will be able to decode words, but will not necessarily
understand what is written, e.g. Ich habe keine Ahnung (I have no idea). A practical example of
using this formula is as follows: A learner with very good decoding skills will score reading
comprehension that is equivalent to his language comprehension skills. If D is equal to 1, the RC
score will be equal to LC. So, if a learner has a 100% score for D and an LC score of 50%, the
RC will be 50%. The same applies to a learner who has good comprehension skills. If the learner
scores 100% for LC, and the D score is 40%, then the RC is 40%. A low score in one component
will automatically result in a low score in the other. For example: A learner scoring 70% for both
D and LC will have an RC of 49% (RC =D xLC -.70 =.70 x .70 = 49).

Moreover, language knowledge will occur when decoding improves. Catts et al. (2005) predict
that this will occur during Grade 4 to 5, however, only in developing EFAL readers. The SVR
focuses on decoding and linguistic comprehension, with these two domains being a method to
predict reading development, especially in EFAL learners. These two domains are interdependent
and a weakness in one, naturally affects the other. The SVR is relevant to this research study,
since reading strategies promote reading for meaning, and reading with comprehension largely
underpins the SVR.

2.7.2 The impact of decoding and fluency

Before explaining the impact of decoding on fluency, one must first differentiate between decoding
and fluency. As such, the term decoding, with regard to this research study, refers to an
individual’s ability to recognise letter and sound correspondences, along with the ability to identify
printed words (Bear et al., 2012). Fluency can be defined as the “fluid combination of accuracy
plus speed that characterizes competent performance” (Binder, 1996:164). With these definitions

in mind, the impact of decoding on fluency will be explored. According to Daly et al. (2004),
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phonemic and phonological awareness form part of decoding, as well as fluency when reading.
Thus, phonemic awareness consists of an individual being able to map letters as well as sounds,
whilst analysing the structural forms to determine the spelling of a word (Tolman, 2005).
Phonological awareness, however, refers to an individual’s ability to manipulate speech sounds,
“in spoken words” (Tolman, 2005:31). To further explain the impact of decoding on fluency,
Martens et al. (2013:16) conducted a research study, to assess the influence of “phoneme

blending” on fluency when reading.

The research study of Martens et al. (2013), included a sample group of three Grade 2 learners,
with the research result demonstrating that phonemic development will promote fluency when
reading. During another research study, Brosnan (2015) investigated phonemic and phonological
awareness of 11 kindergarten learners. These learners received explicit, one-on-one intervention
sessions on how to be phonemically and phonologically aware. As such, Brosnan (2015)
established that learners’ decoding skills improved as a result of fluency development. It is evident

from these studies that good decoding skills will impact fluency when reading.
2.7.3 The impact of fluency on comprehension

As stated in the above section, the term fluency can be defined as the accuracy and the rate at
which an individual reads. Additionally, the term comprehension refers to an individual's
understanding of what is read (Cook, 2016:10). Furthermore, Rasinski (1990) states that fluency
instruction alone is not sufficient for “speed and expression”. As such, additional focus on reading
with meaning should also occur. This statement is supported by Paige and Magpuri-Lavell (2017),
who believe that fluency has a strong relationship with reading comprehension. To elaborate: if a
learner is unable to “read individual words”, or to read at an acceptable pace, the result will be
poor (Paige & Magpuri-Lavell, 2017). Reading comprehension is impaired if struggling readers
exert their energy and attention trying to decode words instead of making meaning. More time
spent on decoding leaves little time for meaning making and this becomes problematic when
learners are subjected to time limits in formal assessment opportunities. During a research study
conducted by Corcoran and Davis (2005), the results confirmed that a lack in fluency will result in
a lack of meaningful reading. According to Corcoran and Davis (2005), poor reading
comprehension during is the result of learners focusing on individual words rather than the overall
text. Additional focus on fluency will lead to improved comprehension when reading, as supported
by a research study conducted by Hawkins et al. (2015). During this research study the five
participants received two explicit intervention strategies focusing on fluency. The results of the
study of Hawkins et al. (2015) validated that fluency development leads to an improvement in
reading comprehension, as four of the five participants’ fluency and comprehension improved.
Paige and Magpuri-Lavell (2017) also conducted a research study, focusing on reading
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comprehension levels. The participants for this research study included Grade 4 EFAL learners.
The results of Paige and Magpuri-Lavell’'s (2017) study demonstrated that 40% of the Grade 4
participants lacked reading comprehension. These poor reading results from Paige and Magpuri-
Lavell’s (2017:86) study, are linked to inadequate “fluency skills”. However, one must keep in
mind that good decoding skills resulting in fluency do not necessarily mean that a learner has

understood what they are reading.

This is exactly what is implied in the SVR. To conclude, it is evident from the above that if a learner
struggles to decode and spends his/her time on decoding, fluency is affected, and when fluency

is affected, comprehension will be compromised.
2.8 SUMMARY

In this Chapter, | provided a context for the concept of reading. The chapter commenced with a
discussion on the complexity of reading and what reading entails. This was followed by reasons
as to why reading proficiency levels of EFAL intermediate phase learners are problematic in South
Africa. Thereafter, | explained the role of the teacher in teaching reading, followed by a discussion
on effective reading strategies to teach reading successfully. | concluded with an analysis on the
simple view of reading to teach reading successfully to EFAL learners, in the intermediate phase.
Additionally, | also elaborated on the fusion between the concepts of decoding, comprehension
and fluency to promote reading comprehension. The section that follows elaborates on the

research methodology applicable to this research study.
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CHAPTER 3 RESEARCH METHODOLOGY

3.1 INTRODUCTION

In this chapter, the research methodology of this research study is described. This chapter
includes the design of this research study, the research population and sampling method, the

data generation tools, data analysis and ethical considerations.

According to Creswell (2014), a research methodology includes the relevant methods and the
procedures to collect and analyse variables concerning an identified problem in research.
Additionally, Saunders et al. (2012) state that researchers consider research methodology as the
choice made between qualitative research and quantitative research, along with the methods of
each. The research design also includes the data collection- and data analysis methods
applicable to a research study (Saunders et al., 2012). Thus, the research design stipulates the
type of study, as well as the sub-type. The research methodology aims to design a concrete
framework to answer the identified research questions of the research study. Convincingly,
Saunders et al. (2012) state that certain aspects of the research methodology may change and
adopt a new direction, however not involving the fundamental aspects, according to evidence
gathered during the research process. As such, this chapter aims to primarily describe the
framework of the design for this research study. This is followed by a short explanation of the
research population and sampling applicable to this research study. Thereafter, the data
generation tools, followed by the data analysis, are discussed. Next, the ethical considerations
are specified. Finally, a chapter summary is offered, as well as a short description of the chapter

to follow.
3.2 RESEARCH METHODOLOGY

This research study followed a qualitative methodology since it “is a general way of thinking about
conducting qualitative research” (Astalin, 2013:118). Denzin and Lincoln (2005:2) explain a
qualitative research methodology as the study of something or someone in a natural setting,
focusing on making interpretations or making sense of what is occurring. Additionally, qualitative
research relies on the study of words, and not numerical data, as stated by Nieuwenhuis

(2016a:53). Consequently, this study was based on verbal data collected, and not numerical data.
3.3 RESEARCH DESIGN

Aligned with a qualitative research methodology, this study used a case study design, as it was
deemed the most appropriate for this study. As such, a case study design allowed me to explore

and understand complex issues better, as identified by Zainal (2007). A case study aims to
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“explore and investigate” a modern “real-life phenomenon” Zainal (2007:2). As with any research
design, a case study has strengths, as well as limitations. A major strength of a case study is that
it allows researchers to make predictions concerning the outcomes of the research findings, as
identified by Merriam (2009). This is the result of conditions being controllable. Merriam (2009)
argues that a case study allows for the answering of research questions, while studying a complex
issue with various variables. Additionally, a case study allows for a holistic and rich account of a
specific phenomenon, including real-life experiences (Merriam, 2009). As such, these accounts

prove beneficial for future research, hence advancing the knowledge of the field.

When applying the strengths of a case study design to this study, | was able to make predictions
concerning the outcomes. For example, when viewing previous literature based on the identified
research problem, it was evident that reading is a challenge in South Africa. The prediction was
that this might also be the situation where the participants are currently teaching. Additionally, a
case study allowed me to suggest an answer to the research questions. Along with this, | was
able to gain a holistic account of real-life experiences. | interviewed two EFAL teachers, currently
teaching intermediate phase learners, enabling me to gather experiences relevant to the
participants. Despite conducting two semi-structured interviews successfully, the small sample
size should be acknowledged as a limitation for this study. Conclusively, these accounts may
prove beneficial for future research. While there are beliefs that a single case study cannot be
considered as a scientific method, Flyvbjerg (2006:224) disagrees, stating “that both human and

natural sciences can be advanced by a single case”.

Thus, the gathered data were based on individual experiences shared by the participants.
Furthermore, data gathered during the research process stemmed from 2 semi-structured
interviews, consisting of 30 — 40 minutes each. This enabled me to gather rich data, and to
suggest an answer to the main research question: Which reading strategies are employed by
current EFAL teachers, teaching EFAL in intermediate phase classrooms? as seen in addenda H
and |. To conclude, a qualitative research approach, along with a case study, gave me a clearer
idea as to what reading strategies are taught by EFAL intermediate phase teachers, and to

determine how successful these strategies are.
3.4 PHILOSOPHICAL ORIENTATION

The most suitable philosophical grounding for this specific study was interpretivism. To support
the chosen philosophical grounding, Nieuwenhuis (2016a:60) explains that interpretivism, also
sometimes referred to as constructivism, “emphasises the ability of an individual to construct
meaning”. Thus, the conclusion of this study may be “probable, based on given evidence” (Bowen,

2009). Nieuwenhuis (2016a:60) explains that an interpretivist theory was historically motivated by
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phenomenology, along with the necessity to consider individual interpretation and individual views
of the world. Consequently, interpretivists believe that “reality is not objectively determined, but
socially constructed” (Hesse-Biber & Leavy, 2011). Another tenet of interpretivism is that when
studying people in their natural social context, there is more opportunity to comprehend individual

perceptions of personal activities (Hussey & Hussey, 1997).

Accordingly, the two EFAL educators were interviewed with the focus on which strategies and
methods are being employed in order to develop reading for meaning in the Intermediate Phase,
especially where English is a first additional language and not a home language. Next, the focus
was on the subjective interpretations of the participants. The two EFAL educators were given the
opportunity to display their educational thoughts and ideas regarding their educational
surroundings. The two participants were asked to give clear thoughts on how they teach reading
strategies when teaching EFAL in the Intermediate Phase, as well as if the current CAPS
document for the Intermediate Phase assists and guides them to teach these strategies and skills

successfully. For additional reference, this is evident in addenda H and I.
3.5 SAMPLING STRATEGY

According to Nieuwenhuis (2007:79), sampling is “the process used to select a portion of the
population for study”. With regard to this research study, non-probability sampling was suitable,
as such “sampling does not randomly select participants, consequently having the limitation of
not being able to generalise” (Maree & Pietersen, 2016). Additionally, non-probability sampling is
appropriate if research must be obtained in a limited time span and if there is a lack of funds,
accompanied by a challenge to find adequate participants. The natural environment was
accessed by me, at a school that is situated in the same city as me, as suggested by non-
probability sampling. The school is located in the Gauteng Province, which is the same location
in which | reside. This study had time constraints, and if time is of the essence, non-probability

sampling is suitable.

In accordance with non-probability sampling, was the selection of a purposive sampling method.
Purposive sampling can be defined as choosing a specific situation as this situation demonstrates
a feature relevant to the particular research study (Strydom & Delport, 2011:392). Together with
purposive sampling was convenience sampling, as “members of the target population that meet
certain practical criteria” can be accessed easily, were “geographically nearby and are available
at the given time” (Etikan et al., 2016).

The participants selected for this study were two EFAL educators, teaching Grade 4 and 5

learners respectively, with Afrikaans being the learners’ Home Language (HL). In conjunction with
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this, the teacher teaching EFAL to Grade 4 learners, had eight years of teaching experience and

the teacher teaching EFAL to Grade 5 learners, had 25 years of teaching experience.

Participants included in this research study were selected based on the following criteria: the

participants should:

e have at least five years teaching experience.
e currently be teaching EFAL to intermediate phase learners.

¢ hold a B.Ed. qualification or a BA qualification with a PGCE diploma.

The school selected for this research study was chosen based on the following criteria: the school

should:

e be in the same province and city as the researcher.

e be a public primary school.

o offer English as either L1 or L2.

Participants Participants School Criteria School
Criteria - -

Participant A Participant B
Personal Age: 59 Age: 31 Location Gauteng
Information Gender: Female Gender: Female
Academic B.Ed. Qualification | BA Qualification Type of School Public School
Qualifications PGCE Diploma
Linguistic Afrikaans Home Afrikaans Home Language of Afrikaans
Specifications | Language Language Learning and

English First English First Teaching (LoLT)

Additional Additional

Language Language
Experience 25 years 9 years

Table 3.1: Criteria of participants and schools selected

Table 3.1 demonstrates the participants’ personal information, academic qualifications of the

participants, linguistic specifications, as well as participants’ experience.
3.6 METHODS OF DATA COLLECTION

Data-collection procedures enable a researcher to gather information based on the object of the

study, as well as the environment which these occur (Alemayehu, 2015). Gobena et al. (2004)
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further explain that during data collection procedures, data must be collected systematically. The
methods of data collection included two semi-structured interviews and document analysis of the
EFAL CAPS for Grades 4-6, as well as documentation from two tertiary institutions providing pre-
service teacher training programmes. The data collection procedures assisted me in suggesting
an answer to the research question: What reading strategies are employed by teachers in EFAL
intermediate phase classrooms? The data selected were aligned with the research questions.
The data selected were aligned with the research questions. This was followed by applying open
coding. Coding gathered data, enabled me to examine, compare and conceptualize the data, and
the data were categorised according to relevant categories emerging from the various data
collection methods, namely semi-structured interviews and document analysis. After coding, data
were recombined and synthesized to identify patterns and similarities. Lastly, the gathered data
was correlated with previous research conducted in the relevant field. A visual representation of

the coding process can be seen in Figure 3.1.
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Figure 3.1: Visual presentation of coding

The first data collection procedure included two semi-structured individual interviews, with the

selected participants.

Due to the current Covid-19 pandemic, the two semi-structured interviews were arranged online,
and was held via Skype or Zoom. This was the result of the on-going restrictions to ensure the
safety of the participants and me. Nonetheless, the function and aims of an interview remain the
same, whether conducted face-to-face or online. In essence, an interview is as a conversation to

gather information (Easwaramoorthy & Zarinpoush, 2006). The researchers continue by stating
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that an interview will prove beneficial if there is a need to gather information which is more in-
depth, and based on participants’ opinions, experiences, and thoughts (Easwaramoorthy &
Zarinpoush, 2006). Additionally, interviews are beneficial if the topic is associated with complex
issues where there is a need to question and apply probing (Easwaramoorthy & Zarinpoush,
2006). A semi-structured interview was most beneficial as it allowed the interviewer to ask
questions related to the research questions and the research problem with the participants
answering these questions in their own words. Moreover, a semi-structured interview permitted
me to probe areas where needed, as well as ask supplementary questions if additional

clarification was needed.

Although the success of interviews is supported by researchers, there are researchers who
disagree. According to DeJonckheere and Vaughn (2019), the balance between asking sufficient
questions or too structured questions during an interview, is important. Hence, if the questions
asked are too structured, the researcher will not be able to collect sufficient data; whereas, if the
questions are unstructured, the data will not always be based on the research topic. Another
challenge during an interview is the ability to probe or verify questions, to assure that the
interviewee is honest, interested and adaptable (DeJonckheere & Vaughn, 2019). DeJonckheere
and Vaughn (2019) maintains that personal information of participants should be kept privately
and not be misused. Therefore, researchers need to avoid using such information if not explicitly
allowed by the participant. The aim of these two semi-structured interviews was to gain an
understanding of the beliefs about, as well as methods used, when teaching reading to EFAL

intermediate phase learners.

The interviewees granted permission to record these interviews, as well as to transcribe the
interviews. This is evident when reviewing the transcripts, available as addenda H and |. The two
semi-structured interviews started with questions related to the teachers’ teaching experience and
their personal understanding of reading. Thereafter, the focus of the interview questions moved
to reading as an important skill in the EFAL classroom, focusing on aspects such as learners’
reading abilities and the role of reading when developing an L2. The research questions are
available in Appendix A. These interviews allowed me to gather rich data, as interviews are
extremely beneficial to get insight to a participant’s knowledge (McNamara, 2006). Additionally,

the interviews allowed me to follow-up on relevant information regarding the topic.

Responses to interviewees enabled me to comprehend which reading strategies are employed

by current EFAL teachers teaching Grade 4 and 5 learners in the Intermediate Phase.

Additionally, the responses from the interviewees assisted me to determine how successful the

employed methods are in a real-life context, an EFAL Grade 4 or 5 classroom, when taking the

perceptions of the participants into consideration. There were two interviews, one per teacher,
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which lasted for approximately 30 — 40 minutes each. The reason for this was to understand how
reading strategies are taught, how successful these implemented reading strategies are, and to

gather rich and insightful data.

Lastly, an interview allowed me to build a closer relationship with participants, as a relationship is

conducive to the participant trusting the researcher and sharing meaningful experiences.

The second data collection procedure was a document review. During this data procedure, the
current Curriculum and Assessment Policy Statement (CAPS) for EFAL, Grades 4 — 6 (2011) was
analysed. The analysis of the EFAL CAPS for Grades 4 — 6 was related to the Simple View of
Reading (SVR), as proposed by Gough and Tunmer (1986) and McEwan’s Seven Reading
Strategies. Additionally, the SVR (Gough & Tunmer, 1986) and McEwan’s Seven Reading
Strategies were integrated in the context of this study. This allowed me to make certain
observations with regard to what is stated in the CAPS document in terms of reading and reading
strategies. Additionally, the curricula of two tertiary institutions offering B.Ed. in terms of how these
institutions prepare future teachers for teaching reading, were analysed. This enabled me to

triangulate findings that were gathered from interviews.
3.7 METHODS OF DATA ANALYSIS

Data analysis can be defined as the process which involves the collection of raw data, followed
by an analysis of the collected data, and finally, an interpretation of the collected and analysed
data (Sandelowski, 2011:234). With regard to this study, an exploratory data analysis was suitable
for this study, as the goal of exploratory philosophy “is to interpret data effectively” (Nieuwenhuis,
2016b:104). Aligned with an exploratory data analysis is an interpretive philosophy which was
followed by interpreting the individual perceptions of the two participants in terms of reading and
interpreting the CAPS EFAL document for Grade 4-6, with regard to statements made about

reading, as well as the documents of two tertiary institutions.

During the data analysis process, the following steps were taken. Firstly, during the immersion
process, data was examined to get an overall impression of the data. This was followed by a
reflection exercise, where the raw data were filtered according to data suitable to be used for this
study. Next, open coding was applied. Open coding allowed me to break down collected data,
examine the collected data, compare the data, conceptualise the data and finally, categorise the
data. | was able to “identify, analyse, question and explore categories of data” (O'Donoghue,
2007:91), by applying these steps. Consequently, the data were grouped in different

classifications to assist the identification of patterns.
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The data gathering process for this specific study ensued by firstly conducting two interviews with
the two EFAL teachers teaching in the Intermediate Phase. Additionally, the interview questions
were formulated to shed light on issues of reading for meaning, as well as previous research and
findings based on similar themes. The themes included reading in the Intermediate Phase,
especially when reading in English as an L2, as well as how reading is taught in the Intermediate
Phase. The interviews were followed by analysing the CAPS document for EFAL, Grades 4 — 6
(the Intermediate Phase), as well as documentation from two tertiary institutions providing pre-
service teacher training programmes. The data analysis steps for the documentation of two
tertiary institutions included identifying relevant content based on necessary themes. The themes
included the explicit teaching of reading strategies, as well as focusing on pre-service teacher

training to teach reading.
3.8 TRUSTWORTHINESS

During qualitative research, the researcher must ensure credibility, transferability, confirmability
and dependability (Guba, 1981). These aspects form the basis of trustworthiness in a research
study. Trustworthiness implies establishing confidence in research findings, applicability of these
findings with respondents, consistency of research findings and neutrality concerns of the
researcher and the participant (Guba, 1981). These four specifications were ensured in this

research study.

Firstly, transferability, refers to the extent to which the findings of qualitative research “can be
transferred to other contexts with other respondents” (Bitsch, 2005; Tobin & Begley, 2004).
According to Bitsch (2005:85), the researcher acts as a facilitator, facilitating the “transferability
judgment by a potential user” by means of giving thick descriptions and applying purposeful
sampling. Transferability is evident where | provided thick descriptions throughout the research
study, as suggested by Li (2004). Thick descriptions are also based on numerous details
concerning the research methodology and context. These rich descriptions may be used by other
researchers who wish to conduct a similar study in different contexts. Teddlie and Yu (2007:77)

also suggest that purposive sampling must be applied to ensure transferability.

Confirmability refers to the extent to which the “results of an inquiry could be confirmed or
corroborated” by previous research or by other researchers (Baxter & Eyles, 1997:505).
Confirmability was ensured in this study, as | confirmed and validated findings gathered from the
document analysis, as well as the interviews before interpreting data (Wallendorf & Belk, 1989).
| consulted my supervisors, who cross-examined and confirmed the findings of this study. | also

related my findings to what is in the literature.
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Then, dependability occurs when participants are able to evaluate findings and interpretations
gathered, as suggested by Cohen et al. (2011). Dependability also involves the evaluation of
findings by the participants involved, as well as interpreting findings, accompanied by giving
recommendations, to ensure that all “data received from the informants of the study” are correct
(Cohen et al., 2011:180). Dependability, furthermore, entails “the stability of findings over time”
(Bitsch, 2005:86). Creswell (2013) concurs that dependability refers to the stability of data, which
remains dependable over time and different conditions. Participants in this study were given the
opportunity to comment on the accuracy of the findings and whether these correlate with what
they shared. Together with this, the code-recode strategy was applied, where | gave “one- or two-
weeks’ gestation period between each coding” (Chilisa & Preece, 2005). This method ensured

that the results compared correspond with research gathered.

Lastly, credibility refers to the accuracy and appropriateness of the data. Holloway and Wheeler
(2002:1) define credibility as “the confidence that can be placed in the truth of the research
findings”. | employed triangulation (Denscombe, 2017:326) as a strategy to ensure credibility by
using document analysis and semi-structured interviews. | also ensured credibility by not
misrepresenting the ideas of other researchers and participants of this study, or misinterpreting
the contents of the documents provided by the two tertiary institutions in an attempt to suit my
personal views on reading, the teaching thereof and the implementation of reading strategies.
Credibility was applied by means of asking open-ended interview questions, as this gave the
participants the opportunity to explain themselves clearly. Moreover, the results of the interview
findings were communicated to the participants after the interviews were conducted. This gave
the participants the opportunity to validate interpretations. The next section elaborates on the

ethical considerations that were applicable to this study.
3.9 ETHICAL CONSIDERATIONS

According to Maree (2016a:44), the researcher has to take on various roles during the research
process. However, the most important role of the researcher was to “enter into a collaborative
partnership with the respondents in order to collect and analyse data, with the main aim of creating
understanding” (Maree, 2016:44). The following was done to ensure adherence to ethical
guidelines throughout. Firstly, ethical clearance from stakeholders was obtained. The stakeholder
in the case of this study is the North-West University’s ethics committee (EduRec). Permission to
conduct this study was also obtained from the Gauteng Department of Education, the principal of
the school where the teachers are employed, the school governing body and the teachers
involved. Maree and van der Westhuizen (2007:41) state that, “an essential aspect is the issue
of the confidentiality of the results and findings of the study”, together with the “protection of the
participants’ identities”. Thus, an independent person was used to approach the participants to
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explain what the research entails and to obtain consent. After that, | was available to clarify any
uncertainties. Thereafter, participants signed consent forms and they were informed that
participation was voluntary and that they might withdraw at any stage without it being held against
them. Furthermore, the identity of all participants partaking in this study was kept private and

confidential.

The identities of the tertiary institutions are not revealed, and these are referred to as A and B.
Pseudonyms were assigned to participants in order to protect their identities. Any personal
information pertaining to participants, or the data obtained from the interview transcripts were kept
strictly confidential and were stored on my computer which is password protected. Only my
supervisors and | had access to the data. Data will be stored for a period of 5 years after which
the gathered data will be destroyed in terms of the regulations as stated in the outlay of the NWU
Procedure for disposal, which requires that “all record of ephemeral nature must be destroyed
according to the NWU File plan and disposal schedule with the authorisation of RAM upon

completion of a destruction request on http://www.nwu.ac.za/destroy records1”. Additionally, |

acknowledged all ideas of other researchers and did not palm off these ideas as my own.
Adherence to ethical guidelines is not just a matter of compliance for me, but a manifestation of

a deep belief in ethical conduct during research.
3.10 SUMMARY

In this chapter, | explained the use of a qualitative approach and a case study design. The chapter
starts with an introduction of what the chapter entails. Hereafter, a qualitative research
methodology, as applicable to this research study, was clarified. Additionally, the research setting,
as well as the population and sampling selection were stated, along with a table stipulating the
criteria for the population and sampling. Furthermore, the method of data generation was
explained in terms of the two semi-structured interviews. This was followed by the data collection
procedure, explaining how data were collected. Then, data analysis was clarified, along with
issues of trustworthiness. Finally, ethical considerations were indicated. The following chapter

entails a discussion of the data analysis and findings of the study.
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CHAPTER 4 DATA ANALYSIS

4.1 INTRODUCTION

This chapter focuses on data analysis applicable to this research study. In this study, the following
documents were used: The Curriculum and Assessment Policy Statement (CAPS) document for
Grade 4-6, English First Additional Language (EFAL) in the Intermediate Phase, along with
educational documentation focusing on pre-service teacher training, from Tertiary Institution A
and Tertiary Institution B. Additionally, the data generated from the two semi-structured interviews
with the two teacher participants, were analysed. As stated in Chapter 1, exploratory data were
most suitable for this research study, as the aim of exploratory philosophy is to interpret data
effectively (Nieuwenhuis, 2016b:104). Data were collected, recorded, analysed and reported.
What follows is an in-depth analysis of the EFAL CAPS for Grades 4 — 6 (DBE, 2011b), evidence
of McEwan’s seven reading strategies in the EFAL CAPS for Grades 4 — 6, educational
documentation from both Tertiary Institution A and B, as well as data generated from the two
semi-structured interviews with two teacher participants. | chose to commence with the data
analysis of the CAPS for Grade 4-6, followed by the analysis of the documents of the two tertiary
institutions, and then the analysis of the two interviews with the EFAL teachers. The rationale for
this is to provide the reader with knowledge of what is stated in terms of reading, the methodology
thereof, and the skills expected of leaners in the CAPS, as well as how pre-service teachers are
prepared to teach reading at two tertiary institutions, before discussing the analysis of the
participants’ views and practices pertaining to reading. This may allow the reader to discern the
extent to which teachers heed the guidelines of the CAPS, as well as to which extent preservice

training may equip teachers to teach reading.

Itis evident that the EFAL CAPS for Grades 4-6 poses certain issues with language development,
specifically sufficient reading development. English as a First Additional Language, as seen in the
EFAL CAPS for Grades 4-6, was analysed in-depth by firstly, reading through all relevant
statements to get “an overall feel of the data” (Wellington, 2000:135). Thereafter, | reflected on
the information by means of filtering the content according to the focus of this research study and
all applicable content. This was followed by applying open coding, where all relevant content was
further categorised, identified and questioned. This was again aligned with the focus of the
research study and the research question: Which reading strategies are employed by teachers in
EFAL intermediate phase classrooms? All information which linked to ‘reading’, ‘reading
development’ and ‘reading strategies’ were identified. These actions led to the identification of
patterns and then relating these patterns to previous literature. These issues include that the

EFAL CAPS lacks clear explanations concerning reading; there is more focus on communication
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than academic development by means of developing learners’ BICS and not learners’ CALP;
reading is neglected; and there are contradictions with learner aims and how to achieve these
aims. The next section focuses on the EFAL CAPS for Grades 4-6, and what English as an

additional language entails.
4.2 EFAL CAPS FOR GRADES 4-6

The South African Curriculum and Assessment Policy Statement (CAPS) document for Grades
4-6, English First Additional Language (EFAL), acts as a working document to give clear
guidelines on what should be taught in the Intermediate Phase, according to the language content
and skills per term. Therefore, learning content, along with the necessary skills to be acquired per
term in EFAL, is detailed. The CAPS document for Grades 4-6 EFAL also serves to guide teachers
in terms of preparing learners for the Senior (Snr) and Further Education and Training Phases
(FET), which includes Grades 7-12. The CAPS document for Grades 4-6 EFAL also includes

aims, which are stipulated in all CAPS documents, for all subjects (Grades R — 12).

When analysing the description of English as a First Additional Language in the CAPS, it is stated
that a learner’s First Additional Language (FAL) level is that of a beginner, or even a learner that
is exposed to EFAL for the first time, as this learner may “not necessarily have any knowledge of
the language when they arrive at school” (DBE, 2011b:14). This is particularly true of South Africa
where there are 11 official languages, and English may not be heard in rural areas by many
learners before they are introduced to it in Grade 1. Additionally, during the Intermediate Phase
(Grades 4-6), learners should build on their previous skills of listening, speaking, reading, and
writing, as taught in the Foundation Phase (Grades 1-3). These two statements, which are listed
concurrently, are contradictory. To explain, if it is assumed that a learner has no knowledge of
EFAL when entering either the Foundation Phase or the Intermediate Phase, a learner will not be
able to continue building on previous skills of listening, speaking, reading, and writing, as the
foundations of these skills have not been laid yet. The EFAL CAPS for Grades 4-6, does not,
however, elaborate on what is meant by “when they arrive at school” (DBE, 2011b:14).
Foundation Phase learners do not learn in their mother tongue only, as these learners also have
an additional language. Yet, these learners might have limited knowledge of English as an
additional language when entering the Intermediate Phase. The issue is that a learner cannot be
taught through medium of an additional language without established proficiency in the mother
tongue (Meneghetti et al., 2006). This assumption may lead to future problems, as “cognitive
academic proficiency in the L1 and L2 are interdependent’”, as based on Cummins’s
Interdependence Hypothesis (Cummins, 1979:70). To elaborate, cognitive development in the
mother tongue will lead to an increase in cognitive development in another language, which in

this case, is English as an L2. Moreover, Cummins’s Interdependence Hypothesis is supported
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by Meneghetti et al. (2006), as learners can only acquire an L2 successfully if these learners have

fully mastered their home language.

Additionally, all learners in the Foundation Phase will not have learnt through medium of their
mother tongue, even if the school has one of the African languages as medium of instruction, as

the number of mother tongues in one classroom might be too many (Foley, 2010).

Moreover, Dikotla (2018) believes that language education which removes mother tongue as the
medium of instruction, will facilitate unsuccessful language development. As such, mother tongue
instruction should be implemented more thoroughly and should be extended for six years of
“formal school for literacy attainment to be successful” (Dikotla, 2018). Conclusively, the role of

mother tongue acquisition is crucial for the successful acquisition of an L2.

Furthermore, the EFAL CAPS for Grades 4-6 acknowledges that the majority of learners in
Grades 4-6, are receiving education in their first additional language and not their home language
(DBE, 2011b:15). Additionally, more emphasis is placed on using EFAL “for the purposes of
thinking and reasoning”, as this will assist learners in developing cognitive academic skills (DBE,
2011b:15). The purpose of emphasising the use of EFAL “for the purposes of thinking and
reasoning”, is to improve learners’ academic literacy, which is not achieved, as seen in the PIRLS
and ANA results (PIRLS, 2006, 2011, 2016; DBE, 2014). At this stage of a learner's FAL
development, the CAPS states that a learner should also engage with various texts, which will
develop “aesthetic and imaginative ability” in their FAL (DBE, 2011b:15). It is debatable whether
this is happening sufficiently or at all (DBE, 2011b), since “most learners fail to competently
achieve these skills while in a classroom situation (Geske & Ozola, 2008:73). The focus of this
research study is on reading strategies, and Klapwijk (2012) states that one of the most important

language skills, if not the most important skill, is reading.

Reading is linked to all other language skills. Without sufficient reading development, the three
other language skills, namely, listening, speaking and writing, will not be sufficiently developed
(Ramaphosa, 2019). It is stated in the EFAL CAPS document for Grades 4-6, that learners should
develop critical thinking in their FAL, as well as develop an aesthetic ability when viewing texts
(DBE, 2011b:15). Even though research suggests that reading development is linked to all other
language skills, and that EFAL has a dual purpose of developing not only BICS, but also CALP,
and as English is the Language of Learning and Teaching (LOLT), the EFAL CAPS document
focuses mostly on learners’ communitive development (DBE, 2011b). It is clear then that, firstly,
communication is the most important skill, according to the EFAL CAPS document. This is
supported by multiple statements made throughout the EFAL CAPS document, including “The

focus in the first few years of school is on developing learners’ ability to understand and speak
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the language” (DBE, 2011b:3), as well as including a section based on different forms of
communication (DBE, 2011b).

Secondly, when developing a FAL for communicative purposes, critical thinking, and the skill to
develop an aesthetic ability when viewing texts, may not occur. The reason is that communicative
skills are for communicative purposes, with a focus on speaking. However, critical thinking and
aesthetic development require much more skill development, as these tasks are cognitively
demanding (Bus, 2001; Grabe & Stoller, 2002). The role of reading in these three aspects will
allow a learner to deal with challenging issues, make critical decisions, and solve problems
(Taglieber, 2003:141).

Moreover, it is stated in the EFAL CAPS for Grades 4-6 that a “high level of proficiency” should
be developed in order to prepare learners for the grades to follow (DBE, 2011b:15). The cognitive
level of EFAL should be sufficient, as EFAL should be used for “learning and teaching” (DBE,
2011b:15). These aspirations sound attainable on paper and theoretically sound, however, the
practical reality is that most of the EFAL content focuses on Basic Interpersonal Communication
Skills (BICS) and not Cognitive Academic Language Proficiency (CALP), since the EFAL CAPS
includes a section based on “Communication for social purposes” (DBE, 2011b:20). Though, the
idea is that a learner’s CALP should be developed in the Intermediate Phase, this is not the reality
in many South African classrooms, as supported by Moats (2020), Pretorius (2002) and
Mophosho et al. (2019:62). The EFAL CAPS for Grades 4-6 indirectly highlights a learner’s BICS
development, lacking a focus on CALP development, as language is viewed as “a tool for thought
and communication” (DBE, 2011b:13).

It is furthermore stated in the EFAL CAPS for Grades 4-6 that “listening, speaking and language
usage skills will be further developed” in the Intermediate Phase (DBE, 2011:9). Then, it is added
in the EFAL CAPS document that the development of listening, speaking and language skills will
lead to the development of a learner’s reading and writing skills, as supported by the statement
“Listening, speaking and language usage skills will be further developed and refined in the
Intermediate Phase developing the learners’ reading and writing skills” (DBE, 2011b:14). In
Chapter 1 and 2, | emphasised that reading development is crucial in order for the other skills to
develop, namely listening, speaking and language, as is evident from the literature (Akyol et al.,
2017:201; Banda, 2000; Pretorius, 2002). One also has to keep in mind that in the Foundation
Phase, learners learn to read, whereas in the Intermediate Phase, they have to read to learn
(DBE, 2011b:13). The development of CALP becomes increasingly relevant, as the skill set

demanded of learners becomes more complex.
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The next section focuses on the general aims of the CAPS for Grades 4-6 EFAL and how these

link to the teaching of reading strategies by intermediate phase teachers who are teaching EFAL.
4.3 GENERAL AIMS IN THE CAPS

| firstly summarise the general aims as stated in the South African curriculum. It is necessary to
state these aims, as they are connected to the main research question of this study, as well as
the sub-research questions. The main focus of this research study is to determine which reading
strategies are used by teachers in EFAL intermediate phase classrooms, as stated in Chapter 1.
The aims of the South Africa curriculum are based on developing and acquiring pre-determined
skills, specific purposes, and general principles. In Chapter 1 and 2, the complexity of reading
was explained in depth. As mentioned, reading is a complex task, as reading does not occur
naturally like speaking. It needs to be explicitly taught. In addition to the complexity of learning to
read are the challenges during the instructional process, as well as the cognitive demands made

on the learner when reading.

Reading development is necessary for the aims of the EFAL CAPS to be attained. Reading for
meaning is the ultimate aim of reading, and this is where the complexity of reading comes in. As
seen in Chapter 1 and 2, the Simple View of Reading (SVR) contributes to a learner’s application
of reading strategies, as required by a text (Snow, 2002). Additionally, the SVR has proven
successful in developing meaningful reading (Catts et al., 2005; Hoover & Gough, 1990).
Moreover, the SVR is based on the notion that successful reading consists of two components,
decoding and linguistic comprehension (Gough & Tunmer, 1986; Hoover & Gough, 1990). In
essence, the SVR “balances attention to decoding with attention to language” (Snow, 2018:313).
The SVR will also allow EFAL teachers to provide support and guidance for sufficient language
development to occur. Following is an explanation of the core aims of the South African

curriculum.

A core aim of the South African curriculum is to give learners the opportunity to express acquired
knowledge and skills, and to apply worthy values in South African classrooms (DBE, 2011b:9). In
accordance with this is the fact that newly acquired knowledge and skills must be meaningful, and
applicable to a learner’s life. Additionally, the South African curriculum aims to equip learners with
sufficient “knowledge, skills and values” (DBE, 2011b:10), accompanied by participating
meaningfully in society, (DBE, 2011b:10). Another aim is to provide all learners access “to higher
education”, and to assist learners to transition from an educational institution to a workplace (DBE,
2011b:10). Aligned with this is also the aim to provide employers with competent and skilled
employees (DBE, 2011b:10). The South African curriculum is based on pre-set principles, which

indirectly link to the necessity of reading development.
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These principles, in short, are: providing equal opportunities, followed by encouraging higher
order and critical thinking (DBE, 2011b:11). Then, high standards are targeted in every grade for
every learner to be achieved, accompanied by the role of progression (DBE, 2011b:11). The
South African curriculum also values differences, by acknowledging different histories and
heritages. The last principle is “credibility, quality and efficiency” (DBE, 2011b:11), which focuses
on providing quality education which can compete with other countries. The EFAL CAPS also
includes a section which focuses on learners. In order to produce the ideal learner, as suggested
in the EFAL CAPS, successful reading development is critical. The South African curriculum aims
to produce the following ideal learner: a learner that is able to “identify and solve problems”, and
to make critical decisions (DBE, 2011b:12). This learner should also be able to work effectively
and be able to “critically evaluate information” (DBE, 2011b:12). Additionally, this ideal learner
should also be able to communicate successfully. Lastly, the ideal learner should apply problem
solving techniques (DBE, 2011b:12). Figure 4.1 provides a visual presentation of the aims of the

South African curriculum:

« Learners should express acquired knowledge and skills.
« Apply values in South African classrooms.

» Equipping learners with knowledge and skills.
« Learners must participate in society.
* Provide learners access to higher education.

« Assist learners in the transitioning.
Purposes « Provide employers with competent employees.

« Provide equal opportunities for all citizens.

« Ecourage higher order thinking.

« Achieve high standards.

« Progression must occur.

« Acknowledging different histories and heritages.
« Provide quality education. /

€<€<

|

« A learner that can identify and solve problems.
. Alearner that is able to work effectively.

. An organised and responsible learner.

« A learner who possesses communication skills.
« A learner that shows responsibility.

Learner

Figure 4.1: Aims, purpose and principles of the South African curriculum (DBE, 2011b:9-
10)
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Figure 4.1 summarises the aims, purposes and principles of the South African curriculum. The
aims, purposes and principles mentioned in Figure 4.1 are all indirectly connected to reading, as
the aims, purposes and principles will be unattainable without sufficient reading development. To
elaborate, the aims of the South African curriculum are to provide learners the opportunity to
express acquired knowledge and skills and to apply worthy values in South African classrooms.
According to Chettri and Rout (2013), Eyre (2005), Holden (2004) and Panigrahi and Panda
(1996), the importance of reading cannot be underestimated. Hence, though these aims are not
explicitly connected to reading, a learner will not be able to express acquired knowledge and skills
without sufficient reading development. When viewing the purposes of the South African
curriculum, as seen in Figure 4-1, it is evident that these purposes rely on sufficient reading
development. Additionally, sufficient reading development will also enable learners access to
higher education, assist learners in the transition period from an educational institution to a
workplace and provide employers with competent and skilled employees. Equality cannot be
achieved if a large percentage of a population is illiterate or struggles to read. Apart from
struggling to cope with everyday demands, such as reading signs, medicine and safety
instructions, illiterate or struggling readers may also suffer from low self-esteem (McArthur et al.,
2016). Then, as seen in Figure 4.1, the South African curriculum also focuses on specific
principles. Again, although these principles are not explicitly linked to reading, reading is
fundamental in order for these principles to realise. To conclude, reading is also fundamental to
the development of the ideal learner, as seen in Figure 4.1. The activity of reading forms the basis

for the development of the ideal learner.

Figure 4-1 demonstrates that the aims, purposes and principles of the South African curriculum
were established with the ideal learner in mind. When focusing on all the aspirations which an
ideal learner should possess, apply and achieve, the skill of reading requires more explicit
attention. The next section entails a discussion of how reading is perceived and addressed in the
EFAL CAPS for Grades 4-6.

4.4 READING IN THE CAPS

The term ‘reading’ is not explicitly defined in the CAPS document. There is a section on ‘reading
and viewing’ in the CAPS document, which will be analysed in the section that follows (DBE,
2011b:15). The statement on ‘reading and viewing’ starts with an explanation on the importance
of these two skills, but no definition of what is meant with reading, as well as viewing. Reading
refers to a combined action, consisting of an individual's background and textual information,
working as one act, with the end goal being able to produce meaning (Frankel et al., 2016:7).
Though ‘reading’ and ‘viewing’ share cognitive processes, these two skills may differ slightly. To
read implies viewing something, such as a text, a billboard, a notice, or an image.
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Viewing is also the combined action of an individual's background information, with the end goal
to produce meaning, however, this is produced by purely visually viewing something (Trabasso &
Nickels, 1992). In the EFAP CAPS for Grades 4-6 the term viewing may simply refer to visual
literacy. According to Magliano et al. (2008:78) reading and viewing are not the same, “given that
viewing images and reading texts involve different cognitive and brain systems during encoding”.
However, both these skills need to be developed as literacy involves a whole range of skills and
is not limited to oral and written language. Anstey and Bull (2006:1) argue that “a person must
have mastery of all five semiotic systems [linguistic, visual, auditory, gestural and spatial] and

understand how they work in a text to convey meaning”.

To continue, it is stated in the EFAL CAPS for Grades 4-6 that reading and viewing as skillsets
are important and necessary for “successful learning across the curriculum” (DBE, 2011b:15).
Additionally, a learner’s reading and viewing proficiency is developed by reading and viewing a
large range of texts, including “literary, non-literary texts, and visual texts” (DBE, 2011b:16). A
learner will not be able to develop meaningful reading by simply reading and viewing different
texts, as supported by N'Namdi (2005). Sufficient reading development relies greatly on the use
of reading strategies. Furthermore, the use of appropriate reading strategies will enable a learner
to comprehend what is read, and the learner will also become a better reader (Akyol et al.,
2017:199; Stockard, 2011:2). Hence, reading continuously, without an explicit focus on the
teaching of reading strategies, will not lead to reading for meaning. One often hears teachers and
parents saying that learners should read more in order to improve their reading. Although this
statement may hold some truth, it does not apply to struggling readers. If a learner struggles to
read, more reading is not going to improve the reading without intervention strategies or explicit

focus on reading strategies.

Moreover, it is stated in the EFAL CAPS that “reading is very important for children who will be
using English as the Language of Instruction” (DBE, 2011b:16). The curriculum explicitly states
that learners need to move from learning to read to reading to learn. As such, reading is
problematic, though reading is a number one priority for government. This was emphasised by
President Cyril Ramaphosa (2019), in a statement made during his State of the Nation address,
detailing that South African learners are unable to read for meaning. The National Reading
Coalition was also established in 2019, with the purpose of providing all reading initiatives and
stakeholders to contribute to knowledge and learning experiences. Additionally, the NRC was
established by the National Education Collaboration Trust (NECT) and the Department of Basic
Education (DBE) as a reaction to the low reading levels of South African learners. The EFAL
CAPS acknowledges that a learner must be able to read and write in their FAL in other subjects

throughout the Intermediate Phase.
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The importance of reading for meaning, especially in a FAL, requires more attention. Reading for
meaning is different from being able to decode properly, as explained earlier (Zammit, 2019).
Reading for meaning will enable a learner to use EFAL successfully across the curriculum, as all
subjects require reading for meaning. Without reading for meaning, a learner is wasting time, with
no cognitive process happening while reading. This highlights the importance of sufficient reading
development, by means of teaching reading strategies explicitly to learners (Timperley et al.,
2007).

The EFAL CAPS claims that research validates that a learner’s “vocabulary development is
heavily dependent on the amount of reading they do” (DBE, 2011b). Though the statement may
be true to an extent, the EFAL CAPS neglects to add that reading on its own will not lead to
vocabulary development. A learner's vocabulary will not develop if the reader does not
comprehend what is read. For learners to be able to develop vocabulary, they must comprehend
the meanings which new words carry. Although a reader quickly becomes familiarised with “the
form of a word”, semantic development takes longer (Elgort et al., 2020:9). Nonetheless, reading

is viewed as a primary enabler of a learner’s vocabulary development.

When further analysing reading in the EFAL CAPS, it is evident that the EFAL CAPS advocates
both a text-based approach, as well as a communicative approach. Though both approaches
have proven successful to acquire an L2, the issue is the scope of the communicative approach
(Feez & Joyce, 1998; Heng, 2014; Marina & Marmiené, 2006; Mthembu-Funeka, 2009; Savignon,
1991). According to the CAPS document, the communicative approach argues that firstly, a
learner should be exposed to the target language as much as possible, and secondly, a learner
should receive multiple opportunities to practise the target language (DBE, 2011b:18). When
aligned with reading, it states that “learners read by doing a great deal of reading” (DBE,
2011b:18). According to Richards (2005:6), the communicative approach focuses on “the
teaching of communicative competence”, which includes grammar-, strategic-, discourse and
socio-linguistic competence as identified by Canale and Swain (1980). Richards (2006:7) adds
that the communicative approach emphasises the following language aspects: firstly, a learner
should comprehend when and how to use a language according to functionality and purpose.
Secondly, a learner should be able to differentiate language usage according to “the setting and
the participants” (Richards, 2006:7). Additionally, a learner should also produce texts correctly,
as well as comprehend these texts. Finally, a learner should be able to communicate
meaningfully, despite language limitations. The communicative approach, as stated in the CAPS,
focuses on a holistic approach of language development, which is in line with international trends

as reading should be “learned in a natural way”, where “learners read by doing a great deal of
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reading” (DBE, 2011b:18). However, it is evident from previous explanations that more reading

does not necessarily lead to better understanding.

Richards and Rodgers (2001:71) maintain that both British and American proponents regard the
aim of Communicative Language Learning to “make communicative competence the goal of
language learning” and to “develop procedures for the teaching of the four language skills that
acknowledge the interdependence of language and communication.” The researchers also
describe one of the characteristics of the Communicative Language Approach as “knowing how
to produce and understand different types of texts (e.g., narratives, reports, interviews and
conversations” (Richards & Rodgers, 2001:90). The words “understanding different texts and
words” may imply reading for meaning. However, taking into consideration our learners’ dismal
performance in reading and the importance of reading for meaning in the Intermediate Phase,
reading should be emphasised more in order to address the backlogs of our learners.
Kumaravadivelu (2002:18) asserts that “since language learning and teaching needs, wants, and
situations are unpredictably numerous... practicing teachers need to tackle the challenges that
confront the practice of their everyday teaching”. Reading for meaning or rather the lack thereof,
is a challenge in EFAL intermediate phase classrooms. The communicative approach, with the

main focus on communication, may not significantly assist reading development.

To conclude, it is evident that the EFAL CAPS for Grades 4-6 does not give clear definitions of
reading, and the importance of reading is perhaps not emphasised sufficiently. Along with the
neglect of detailed explanations based on reading, is that there is scant mentioning of reading
strategies. Paris and Hamilton (2009:49) emphasise that reading for meaning can be greatly
improved if teachers teach reading strategies explicitly. The researchers mention strategies, such
as predicting, monitoring, summarising and making inferences. Consequently, the section that

follows focuses on reading strategies, as seen in the EFAL CAPS for Grades 4-6.
4.5 THE READING PROCESS AS A STRATEGY IN THE EFAL CAPS

In this section, the reading process, as evident in the EFAL CAPS for Grades 4-6 is analysed.
Traditional reading strategies are categorised according to three phases in which reading occurs;
the pre-, during- and post-reading phases (Cekiso & Madikiza, 2014; Ghuma, 2011). The current
EFAL CAPS for English advocates these three phases, along with mentioning reading strategies
that may be used during these phases. The main purpose of the reading process is to enable a

learner to read for meaning.

The first phase in the reading process is the pre-reading phase. Reading for meaning hereafter,

depends greatly on how the process during the pre-reading phase is applied. The pre-reading
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phase thus prepares learners for the reading and post-reading process to follow. The reading
process is important for meaningful reading to occur, as supported by Carrasquillo and Rodriguez
(2002). Additionally, the EFAL CAPS suggests activating a learner’s prior knowledge (DBE,
2011b:15). Despite the suggestions on activities that teachers can incorporate during the pre-
reading phase, the EFAL CAPS neglects to state the importance of the pre-reading phase during
the reading process (Madikiza et al., 2018). The importance of the pre-reading phase is not
explicitly explained. According to ElImore and Sykes (1992:186), policy statements usually lack
“sufficient detail”. What the researchers mean is that the finer details of the ‘how’ in terms of
pedagogical knowledge, are not included in a policy statement. It is the responsibility of teachers
to apply their pedagogical knowledge when teaching content. This aspect may need to be
addressed as clearer explanations on the importance of the pre-reading phase should be stated,
along with how each suggested activity will impact a learner’s reading for meaning. As such, it is
suggested that a learner should view additional sources, identify the author, as well as the
publication date (DBE, 2011b:15). This activity is vague, as there are no explanations on what is
implied when suggesting ‘view other sources’. The term, sources, is not defined throughout the
EFAL CAPS document. Then, during the pre-reading phase, it is also suggested that a learner
should read both the “first and last paragraphs of a section” (DBE, 2011b:15). Though this sounds
easy enough, it is omitted in the EFAL CAPS what the purpose of this activity is. As seen
throughout, no clear guidance on how to apply this activity successfully, is provided. This can
cause confusion, as one is not sure if the teacher should read these to the learners, or if the
learners should read these individually, or if the teachers should assist while the learners read
these paragraphs. The last activity suggested for the pre-reading phase according to the term
plan, is to make predictions (DBE, 2011b:15). This activity is employed throughout the planning
per term according to the sections on each grade. The issue here is that teacher pedagogy may
be lacking on how to teach these strategies, since “English teachers are confused” about how to
“apply relevant teaching strategies in the context of learning processes” (Solikhah, 2018:73). The
skill of monitoring is suggested during the pre-reading phase, but the importance of this skill and
how it links to meaningful reading is not stated. Then, the activity of skimming is also included
throughout the pre-reading phase. Conclusively, more guidance on how to successfully apply
each strategy during the pre-reading phase may be provided throughout for teachers, along with
highlighting the importance of the pre-reading phase to successfully prepare learners for the

during-reading phase, as well as the post-reading phase.

The second phase of the reading process is the during-reading phase, although only referred to
as reading in the EFAL CAPS for Grades 4-6 (DBE, 2011b:15). As evident from the section
focusing on the pre-reading phase, it is clear that the three reading phases are connected and

development of each reading phase influences the development of the other. Again, the during-
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reading phase plays a vital role in the development of skills to read for meaning. When analysing
the during-reading phase, it is evident that this phase contains the most suggested activities of
the three phases. The suggested during-reading activities include using “phonics and contextual
clues”, answering comprehension questions based on the text, explaining “the story line” and
identifying “the main characters” (DBE, 2011b:38). This may lead to larger skill development to
read for meaning. The EFAL CAPS also suggests that a reader should continue reading, even if
this reader cannot comprehend what is being read or that a reader should re-read sections if a
reader “does not understand at all” (DBE, 2011b:15). According to Wassenburg et al. (2015),
these are fix-up strategies and “self-regulatory strategies”, such as re-reading and adjusting
reading pace. Additionally, the EFAL CAPS suggests that a reader should read challenging
sections out loud, and a reader should also ask for assistance if a section is too challenging to
understand (DBE, 2011b:15). These strategies should assist in the reading process for meaning.
However, many learners will not continue reading if they do not understand what is read without
teachers teaching fix-up strategies and their possible value (Rule, 2017). Here, the question of
sufficient preparation for the post-reading phase comes into play. To prepare a learner better for
the post-reading phase, the EFAL CAPS document should provide an explanation on why a
learner should continue reading, even if this reader does not understand what is read. If a reader
is faced with the challenge of not understanding what is read, additional skills should be taught to
learners (Wawryk-Epp, 2004). If reading strategies are explicitly taught, a learner is likely to use
these reading strategies spontaneously (Collins & Pressley, 2002). Research suggests during-
reading strategies to be taught to learners include being able to clarify while reading, relating to a
passage by means of personal experiences and constructing a “mental representation of the text”
(Wawryk-Epp et al., 2004). Moreover, when taking the activities of the during-reading phase into
consideration, such as using “phonics and contextual clues” like representing new sounds,
answering comprehension questions based on the text, explaining “the story line” and identifying
“the main characters”, teachers require the necessary knowledge on how to apply these strategies
successfully (DBE, 2011b:38). It is questionable if the stated activities will sufficiently prepare a
learner for the post-reading phase, since the purpose of the during-reading phase activities is to
“help students develop reading strategies, improve their control of the foreign language, and
decode problematic text passages” (Toprak & Almacioglu, 2009:23). To conclude, the success of
the suggested activities of the during-reading phase relies greatly on teacher knowledge on how

to employ these strategies.

The third phase of the reading process is the post-reading phase in developing skills to read for
meaning. When analysing this section, | believe the terms incorporated with these activities are
explained most sufficiently and will provide a learner the best possible opportunity to read for

meaning. The issue of meaningful reading during the post-reading phase will transpire from the
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pre-reading and the during-reading phases. If the skills incorporated during the first two phases
are unsuccessful, then reading for meaning will not occur. The skills suggested by the post-
reading phase include: recalling specific information, creating graphic organisers pertaining to
relevant details, drawing conclusions, summarising key concepts, understanding what was read
and evaluating what was read. The strategy of recalling main ideas is evident throughout the
EFAL CAPS document, and to “recall details is often a worthy outcome in and of itself (DBE,
2011a:20; Phifer, 1983:19). The post-reading phase also suggests that a learner should organise
new information, despite the term organising not being defined in the EFAL CAPS document,
though the concept of organising information is explained by the term mind map, in the glossary
section (DBE, 2011b:119). The strategy of drawing conclusions or then, inferring, is explained in
the glossary section as using clues to “figure out something that is not directly stated in the
reading” (DBE, 2011b:117), although this strategy is not explicitly mentioned as a reading
strategy. The skill of summarising is mentioned often throughout the EFAL CAPS for Grades 4-6,
though no guidance on how to teach this strategy is provided. Learners are expected to apply the
skill of summarising by means of filling in missing words, summarising a “story with help”,
summarising a passage by choosing “the best summary”, summarising “a paragraph with
support”’, summarising a “text in a few sentences”, summarising what was read, summarising a
“text in about 5 sentences” and summarising a passage orally (DBE, 2011b:53-87). Emphasis
seems to be placed on summarising and research demonstrates that summarising is one of the
most challenging tasks for learners (Brown, 1992; Mills, 2008). Though summarising is necessary
for the goal of the post-reading phase to be achieved, the skill of summarising is extremely
challenging for learners. Learner understanding is also highlighted throughout. This is evident
where a learner is expected to: “understand the text”, to show an “understanding of meaning of

words”, show an understanding when reading aloud, “understand the vocabulary”, “understand
the features of the text’, “understand how a plot and characters can represent” a world view,
“‘understand the layout and design of media text” and to “understand elements of poetry (DBE,
2011b:21-80). What is meant by understanding is neither stated, nor defined. Along with this is
the issue of assessing understanding, without providing guidelines on how to ensure that learner
understanding will transpire. It is also expected of learners to evaluate information after reading
a text. The term evaluate is defined by the glossary section as forming opinions, making
judgements and developing ideas (DBE, 2011b:117). Both understanding and evaluating are
needed for meaningful reading to develop. To conclude, a curriculum is largely based on “what
teachers are going to teach”, or “what learners are going to learn” (Su, 2012:153). Additionally, a
curriculum “is also closely related to how well the learners learn the outcomes” (Su, 2012:153).
Seen in the light of the urgent attention required to reading, more emphasis should be placed on
the importance of defining relevant terms, and the need to explain the importance and purpose

of each skill.
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4.6 EVIDENCE OF MCEWAN'’S SEVEN READING STRATEGIES IN THE EFAL CAPS FOR
GRADES 4-6

This section focuses on comparing the references to reading strategies, as stated in the EFAL
CAPS for Grades 4-6, with McEwan’s (2004) “Seven strategies of highly effective readers”. Figure
4.2 is a visual representation of McEwan’s “Seven strategies of highly effective readers” (2004):
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Figure 4.2: McEwan’s “Seven strategies of highly effective readers” (2004)

The purpose of Figure 4.2 is to summarise McEwan’s “Seven strategies of highly effective
readers” (2004). This acts as a starting point to compare the identified strategies stated in the
EFAL CAPS for Grades 4-6.

Comparing the reading strategies, as stated in the EFAL CAPS for Grades 4-6, with McEwan’s
suggested reading strategies enabled me to further suggest an answer to the main research

question of this study: Which reading strategies are employed by teachers in EFAL intermediate
phase classrooms?

The first strategy, as suggested by McEwan (2004), is activating background knowledge.
Activating a learner’s background knowledge is regarded as one of the most effective methods to
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improve reading for meaning (Keene & Zimmermann, 1997). In essence, the term background
knowledge refers to prior knowledge, which is essential to understand a specific situation. When
analysing the EFAL CAPS for Grades 4-6, the term activating is used once throughout the entire
CAPS document. According to the EFAL CAPS, a learner’s prior knowledge should be activated
(DBE, 2011b:15) during the pre-reading phase. Additionally, | searched for more examples or
explanations of this strategy, but could not find any. More explanations or examples of how to
activate a learner’s prior knowledge will prove beneficial for a teacher, rather than for a learner
(Hailikari et al., 2008). Moreover, at the “Strategies and sub-skills” section, the strategy of
activating a learner’s background knowledge is incorporated, however, it is not stated explicitly
(DBE, 2011b:33). Van der Walt and Evans (2019:177) mention a few strategies that teachers
could employ, such as “interest and motivate the learners, activate their pre-knowledge”
(background knowledge), “sensitise learners to semantic and cultural content”, “teach rhetorical
organisation” and “arouse expectation by practising anticipation.” When expecting a learner to
read a story or a play, background information concerning the setting of the story or play, should
be provided to learners. This can enable a learner to activate background knowledge. The same
will apply to reading a review (DBE, 2011b:33), as the teacher should provide background
information concerning the author. No clear guidance on how to activate a learner’s background
knowledge successfully is stated, as the EFAL CAPS lacks sufficient detail. As mentioned before,
according to ElImore and Sykes (1992:186), “policy statements usually lack sufficient detail”, whilst
demanding a “high level of discretion and interpretation” from teachers. This, of course, implies
that teachers have the necessary level of “discretion and interpretation” along with the necessary
pedagogical content knowledge. Teacher pedagogy is an issue in South Africa and may be
regarded as a weakness that needs to be addressed, especially if tertiary institutions may or may
not educate intermediate phase teachers on how to teach reading strategies (Robinson,
1999:293).

Next, the term ‘inference’ refers to making assumptions, based on new information being implied,
rather than explicitly stated (Bailey, 2019). The skill to make inferences is regarded as an essential
skill to read for meaning. The reading strategy of making inferences is not stated in terms of the
reading process, when analysing the EFAL CAPS for Grades 4-6. Moreover, the term inference
is not defined throughout the EFAL CAPS. When consulting the term planning, according to each
grade in the EFAL CAPS, the reading strategy of making inferences is stated (DBE, 2011b:43).
This can be seen at the “Overall content, skills and strategies table” in the column “Reading and
Viewing” (DBE, 2011b), where it is for example, expected of a learner to read a story, and
thereafter “make predictions and inferences” (DBE, 2011b:47). No practical example is provided
on how to enable a learner to make inferences, as it only states ‘making inferences’. According

to Robinson (2002:293), the need for a practical example may be the result of a lack of sufficient
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pedagogical knowledge in teacher training. Then, when viewing the cognitive levels for formal
assessment tasks, there is a criterion for inference, accompanied by the activity required (DBE,
2011b:101). Here, a short explanation of what inference entails is provided, namely that a learner
is required to engage “with information explicitly stated in the text in terms of his/her personal
experience” (DBE, 2011b:101). Though making inferences is incorporated in the EFAL CAPS,
the strategy requires more explicit explanations. Though a policy is viewed as a working document
(Elmore & Sykes, 1992:186; Su, 2012), if a teacher is unable to comprehend what it means to
make inferences, this teacher will definitely not be able to teach this reading strategy successfully

to learners, or any other of McEwan’s (2004) suggested reading strategies of effective readers.

According to McEwan (2004), the skill of monitoring and clarifying implies that a reader is actively
thinking while reading; thinking about how to read, as well as understand what is being read.
Additionally, monitoring and clarifying occurs during reading and after reading, while
comprehending what is read. During my analysis, | realised that the term monitor or monitoring is
not stated once throughout the entire document. The term clarify is defined in the glossary section
as, “making the meaning of the text clear to the reader” (DBE, 2011b:116). Though the definition
of clarifying in the CAPS differs from McEwan’s (2004), the goal of clarifying is indeed to make
meaning of a text. The EFAL CAPS neglects to add that the process of clarifying is based on the
reader actively thinking while reading. In addition, the EFAL CAPS also states that “turn-taking”
requires the reader to restate information in order to clarify the meaning (DBE, 2011b:121). When
viewing the post-reading phase, clarifying is stated again, where a learner should summarise
information to clarify the meaning of new content (DBE, 2011b:16). The strategy of clarifying as
such, is not explicitly explained. The importance of monitoring and clarifying is that this technique
builds learner self-confidence, as learners are encouraged by teachers to reflect on personal
cognitive processes while reading. Though the term is ill-defined but repeated throughout, the
EFAL CAPS does not provide clear examples on how to enable a learner to clarify, whilst the term
monitor is not mentioned at all. Similarly, the need to define the term monitor, accompanied by
practical examples, may link to pedagogical issues, as stated by Robinson (2002). The next

section focuses on evidence gathered on asking questions as a reading strategy.

Teachers asking questions to learners enables learners to answer questions based on the
purpose of a text (McEwan, 2004). These questions can be answered by means of engaging in a
dialogue with the teacher and with other learners (McEwan, 2004). When searching for evidence
of this strategy in the EFAL CAPS document, it is evident that the strategy of asking questions is
not explicitly acknowledged as a reading strategy or explained, yet, to ask questions is mentioned
multiple times throughout the EFAL CAPS document. Evidence can be seen in the reading

process, the cognitive levels table, assessment tasks, skills to be achieved and term planning
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(DBE, 2011b). The EFAL CAPS provides short explanations of different types of questions, for
example, “closed questions” are defined as questions with specific answers, along with the
example, “Do you like coffee?” The answer must be specific, like yes or no (DBE, 2011b:116).
Then, “higher-order questions” are explained as questions which require higher cognitive
judgements. Additionally, the EFAL CAPS for Grades 4-6 does not explicitly state that
comprehension questions are based on Barret's Taxonomy (Reeves, 2012). It is stated though
that “[Flormal assessment must cater for a range of cognitive levels” (DBE, 2011b: 101). In
essence, Barret's Taxonomy is based on five levels of reading comprehension, including “literal
recognition, re-organisation, inference, evaluation and appreciation” (Reeves, 2012:35). This
taxonomy was specifically developed to promote reading comprehension and the language CAPS
are the only curricula to prescribe this taxonomy — in all the other CAPS they refer to Bloom’s
taxonomy. A study conducted by Zimmerman and Smith (2014), concluded that Barret's

Taxonomy is “integrated in comprehension tasks in a variety of ways” in IP classrooms.

Searching and selecting information assists a learner to locate specific information based on
predetermined themes. According to (Bojovic, 2010:2), selective reading enables a learner to
achieve specific reading goals, as the identified end-goal is in a learner’s thought processes while
reading. When analysing the EFAL CAPS, the term searching is not used or stated throughout
the entire document. The term skim is used as a reading strategy during the pre-reading phase
and is also defined in the glossary section as the activity where one reads a “text very quickly to
get an overview” (DBE, 2011b:115). Along with skimming is the mentioning of scanning, which is
also incorporated during the pre-reading phase throughout. The term scan is also defined in the
EFAL CAPS glossary section, as the activity “to run one’s eyes over a text in order to find specific
information” (DBE, 2011b:115). Though both skimming and scanning are explained, these are
not entirely similar to searching, as searching is more intense than skimming and scanning. The
term selecting is used, and also stated in the writing process and not in the reading process. Here
the term is used in the sentence, “select relevant information and organise ideas” (DBE,
2011b:17). Though the example sentence containing the term selecting is not incorrect, it is
troublesome that this reading strategy is not acknowledged as part of the reading process.
Additionally, the term selecting is also repeated throughout, but in terms of “Listening and
Speaking” and “Writing and Presenting” (DBE, 2011b:39). This poses a challenge, as this reading
strategy is not advocated in the EFAL CAPS, yet research demonstrates the importance of
searching and selecting information, and how this can lead to reading for meaning (Cerdan et al.,
2011:201; Rogers & Swan, 2004). To follow, is the skill of summarising, and how summarising

information is advocated in the EFAL CAPS document.
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The term summarising can be defined as the process that occurs when taking large sections of
texts and rephrasing these whilst including only key points (Jones, 2018). When summarising, a
learner focuses on main ideas and significant details supporting these main ideas. To summarise
is mentioned throughout the EFAL CAPS. As stated, the EFAL CAPS also does not include any
guidance for a teacher on how to assist learners to summarise content correctly. During the post-
reading phase summarising is included, where a learner can “Write a summary to help you clarify
and recall main ideas” (DBE, 2011b:16). Additionally, summarising is mentioned under “Writing
and Presenting” and “Reading and Viewing” continuously. The reason is that one cannot separate
the productive skills (speaking and writing) from the receptive skills (listening and speaking) as
those are the skills that learners use to show whether they comprehend or not. Furthermore, in
the glossary section the term restating is used and not the term summarising. Restating is defined
as a reading strategy where a reader retells parts of a text (DBE, 2011b:120). This is the first
strategy which is explicitly acknowledged as a reading strategy, however, further detail on how to

teach summarising is not stated.

The last reading strategy suggested by McEwan (2004) is to visualise and organise information,
which is also addressed under ‘Writing and Presenting’ in the EFAL CAPS. Additionally, the
purpose of visualising and organising is to extract and reconstruct information, while building a
mental image of new information. In order for a learner to apply this technique successfully, a
teacher needs to demonstrate or model how to apply purposive selecting of information, while
incorporating selected information graphically. The EFAL CAPS for Grades 4-6 does not explicitly
mention this as a reading strategy, however, in the post-reading phase it is incorporated where a
learner is required to recall information, by making a “graphic organiser”, outlining the main ideas
(DBE, 2011b:16). Furthermore, the concept of organising ideas or material is also repeated
throughout the EFAL CAPS, though clear guidance on how to teach this skill to learners, is not
provided. Likewise, the EFAL CAPS does not define the term visualise or the term organise in the
glossary section. Thus, it is evident that little attention is given to this reading strategy, without

any additional guidance provided to teachers on how to teach this reading strategy.

To conclude, McEwan’s “Seven strategies of highly effective readers” (2004), were discussed,
along with how each strategy is highlighted to varying degrees in the EFAL CAPS for Grades 4-
6. Van der Walt and Evans (2019:176) argue that the current practice of teaching reading in South
African classrooms is: the teacher pre-teaches the vocabulary, reads the text aloud, learners read
the text silently, the teacher goes through the questions, the class responds orally or in writing,
and the answers are checked. This indicates that little or no attention is given to the teaching of

reading strategies. This is worrisome, as the EFAL CAPS for Grades 4-6 aims to produce learners
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who are critical thinkers, who can “organise and manage themselves and their activities
responsibly” (DBE, 2011b:10).

4.7 SUMMARY OF THE EFAL CAPS FOR GRADES 4-6

The EFAL CAPS for Grades 4-6 was analysed in-depth in the previous sections. The analysis
process of the EFAL CAPS for Grades 4-6 included, firstly, an immersion process, where relevant
information was examined to get an overall feel. Thereafter, | reflected on the specific information
by taking my research question and research problem into consideration. | then applied coding,
specifically open coding, by means of reading through collected data several times and creating
labels to synthesise the data. Here, | examined, compared and conceptualised relevant
information, by focusing again on my main-research question, my sub-research questions, my
research problem and my research aims of this study. | then categorised relevant information and
created “knowledge constructs” (Wellington, 2000:136). Reading in the Intermediate Phase is
supported throughout the EFAL CAPS document. However, it is evident that more specific
explanations and examples to illustrate effective strategies for teaching reading during the phases
are missing. The end goal per reading phase is to develop reading for meaning. Then, when
synthesising evidence from McEwan’s “Seven strategies of highly effective readers” (2004), as
seen in the EFAL CAPS, it is evident that most of the strategies suggested by McEwan (2004)
are not incorporated. McEwan (2004) is by no means the gospel, but when one analyses the
existing literature on reading strategies, these are mostly mentioned as important. In the next
section, | analysed educational documentation of two tertiary institutions, labelled as Tertiary
Institution A and Tertiary Institution B. The educational documentation includes study guides and
portfolio guides from specific subject modules. Thereafter, | analysed the findings of the two semi-

structured interviews. This is followed by a final conclusion, taking all data into consideration.

4.8 AN INTRODUCTION TO PRE-SERVICE TEACHER TRAINING AND THE TEACHING OF
READING

The next section focuses on an analysis of undergraduate teaching material received by two
educational institutions. For the purpose of this study, these institutions are referred to as Tertiary
Institution A and Tertiary Institution B. The analysis focuses on pre-service teacher training and

the teaching of reading.

Additionally, the teaching materials included study guides from methodology, as well as English
as subjects offered to pre-service teachers in the process of becoming qualified EFAL subject
teachers in the Intermediate Phase. The teaching of reading of Tertiary Institution A is analysed

first, followed by the teaching of reading of Tertiary Institution B. For the purposes of this study,
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the term study guide refers to a guide which assists lecturers to hold “students accountable for
the reading” of prescribed material (Vandsburger & Duncan-Daston, 2011:12). Additionally, a
study guide contributes to improved academic success (Vandsburger & Duncan-Daston,
2011:12).

4.9 THE TEACHING OF READING BY TERTIARY INSTITUTION A

As stated, this section focuses on an analysis of educational material received by Tertiary
Institution A. Additionally, the purpose of analysing the educational material is to establish to
which extent pre-service teachers are prepared to teach reading when entering a classroom.
Tertiary Institution A follows a teaching model based on subject content teaching and separate
methodology modules. As such, the material applicable to this section are the study guides of
four methodological modules and three compulsory subjects, relevant to the Intermediate Phase
starting in the 1%t year through to the 4™ year in order to obtain an educational degree. These
modules are specifically focused on teaching EFAL in the intermediate phase. The methodology
subjects and the compulsory subjects are separate. The methodology subjects provided by
Tertiary Institution A focuses on assisting pre-service teachers to develop a deeper understanding
of research and the research process. The compulsory subjects, however, focuses on the
minimum features to be achieved in order to teach EFAL in the Intermediate Phase. At my
disposal, and for reference, the four methodology modules are referred to as 1%t Year EFAL
Methodology, 2" Year EFAL Methodology, 3@ Year EFAL Methodology and 4" Year EFAL
Methodology. Then, the compulsory subjects are referred to as 1%t Year English Subject, 2™ Year
English Subject, 3™ Year English Subject and 4™ Year English Subject.

4.9.1 1%t Year EFAL methodology study guide of Tertiary Institution A

In the 1%t Year EFAL Methodology subject study guide, it is immediately evident that the proposed
module intends to assist pre-service teachers to become qualified English FAL educators,
specialising in the Intermediate Phase. Though this document is only a study guide stipulating
what is planned and not an in-depth description of the entire module, it is noted that none of the
four language skills (speaking, writing, reading, and listening) are mentioned. There is, however,
a large section allocated to the challenges with which one is faced when attempting to acquire an
L2, specifically English as an L2. This section also explains the purpose of this module clearly
(Tertiary Institution A, 2020:7). As such, Tertiary Institution A acknowledges that acquiring an L2
is not only a cognitive process, but rather a “psycholinguistic process” (Tertiary Institution A,
2020:7). Tertiary Institution A (2020:7) continues by stating that the “language acquisition device”
is “operational for third language acquisition, but that it is less effective once one reaches puberty”.

Tertiary Institution A (2020:7) then links language acquisition to the importance of pre-service
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teachers attending classes, as classes provide pre-service teachers the opportunity to “participate
freely in the communication activities designed to facilitate language acquisition”. In addition,
Tertiary Institution A (2020:7) makes an important statement: “English cannot be learned, you
have to acquire it through a long (and sometimes demanding) process”. This statement is
supported by Corder (1982:80), as language acquisition is a “cognitive progression”, where “a
learner gets hold of language spontaneously with other worldly toils and expertise”. When
continuing the analysis of the 1! Year EFAL Methodology Subject guide, there is a section
included based on outcomes to be achieved by the end of the module. Here, all three outcomes

link to reading, as seen in Figure 4.3.

Determine and discuss
language skill theories

Comprehend and apply the
communicative approach

Plan and prepare activities
s Dased on listening, speaking,
reading and writing

1st Year EFALMethodology Subject
Outcomes (Tertiary Institution A)

Figure 4.3: Outcomes to be achieved after the completion of 15 Year methodology subject
(Tertiary Institution A, 2020: 7)

The purpose of Figure 4.3 is to demonstrate that though the 1t Year EFAL Methodology Subject
module does not explicitly focus on the teaching of reading or reading skills, reading is not
neglected. Reading links to all three outcomes to be achieved after the completion of the 15 Year
EFAL Methodology Subject provided by Tertiary Institution A. Additionally, there is a focus on the
planning of specific activities to teach the skills — something that is missing in the CAPS analysis

and necessary for SA teachers.

Furthermore, the 15t Year EFAL Methodology Subject guide ends by stating the outcomes to be
achieved by pre-service teachers. Tertiary Institution A highlights the challenges when attempting
to acquire an L2 and incorporates reading in the module outcomes explicitly. It is highlighted that
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English as an L2 should be acquired and that this process of acquiring an L2 is time consuming,
and the process cannot be rushed. A suggestion is to focus more explicitly on reading skills, and
to focus on sufficient language development and the benefits of fully acquiring an L2. Next, follows

an analysis of the 2" Year Methodology subject study guide.
4.9.2 2" Year EFAL methodology study guide of Tertiary Institution A

It is noted that the study guide for 2" EFAL Year Methodology is much more detailed than the
study guide for 15t EFAL Year Methodology. In the introductory section, it is obvious that this study
guide will assist pre-service teachers to become competent EFAL teachers, along with developing
a career where the “Seven Roles of a Teacher” is practised, as stated in the “Norms and standards
for educators” (DBE, 2000b:13). The “Seven Roles of a Teacher” (DBE, 2000:13) is seen in Figure
4.4.

Mediator for

learning
Interpreter
Be a and
subject designer of
specialist learning
Seven material
Roles of a
TeaCher Take on the
Be an role of a
assessor ( D B E ’ leader and
200013) manager
Take on a
pastoral Be a life
role in the long learner
community

Figure 4.4: “Seven roles of a teacher” (DBE, 2000b)

The aim of Figure 4.4 is to summarise the “Seven Roles of a Teacher”, as introduced by the
Department of Education (2000b:13). As such, Tertiary Institution A focuses on preparing pre-
service teachers to practise these seven roles when teaching EFAL to the Intermediate Phase.
Additionally, the “Seven Roles of a Teacher” are also explained clearly in the study guide
(Tertiary Institution A, 2020:10).

Moreover, the 2™ Year EFAL Methodology study guide also includes subject planning (Tertiary

Institution A, 2020:3). When analysing the lesson plan schedule, multiple reading activities are
68



stipulated. First, it is expected of pre-service teachers to do a presentation on the process of
shared reading. This presentation should include sections allocated to the purpose of reading a
title, the function of skimming and scanning a passage, language structures evident when reading
a passage and the purpose of reading aloud (Tertiary Institution A, 2020:5). Hereafter, pre-service
teachers are expected to develop a plan in order to improve reading (Tertiary Institution A,
2020:5). Much attention is given towards pre-service teachers becoming acquainted with the
aspects of reading, such as developing reading activities, applying reading strategies and
developing an understanding for different types of reading. These aspects of reading relate to
McEwan’s (2004) reading strategies of effective readers. Pre-service teachers may be able to
develop reading activities while incorporating McEwan’s (2004) seven suggested reading
strategies of effective readers. According to Donnelly (2018:1), shared reading is an “interactive
read-aloud experience”, accompanied by adult support, where a learner is reading a passage.
Shared reading relies greatly on the teacher modelling correct pronunciation, applying proper
fluency and being aware of when to use clues from the context to make meaning (Donnelly, 2018).
Additionally, shared reading focuses more on learner experiences, rather than actual reading for
meaning, though it is beneficial for a learner at any literacy development stage (Donnelly, 2018).
Table 4.1 demonstrates the reading activities and assessment tasks prescribed during the

semester by Tertiary Institution A:

Reading Assessment Task

Task Focus Expectations
Presentation on Pre-service teachers should present a presentation, based on shared
shared reading reading, focusing on:

e Explaining the importance of a choice of text

e Reading strategies suitable for the selected text

e How to apply shared reading using the selected text
e Assessing shared reading

Action plan to Pre-service teachers should be able to:

improve reading e Analyse reading results

e Determine strengths, weaknesses, opportunities, and threats

e Set reading goals

e List reading strategies which will be applied to improve reading
e Set reading timelines

e State resources required

e Explain how reading progress will be measured

Table 4.1: Summary of reading assessment tasks and activities included in the 2" Year
EFAL Methodology Subject (Tertiary Institution A, 2020:5)
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The purpose of Table 4.1 is to demonstrate which pre-service assessment tasks and activities
are based on reading during the 2" Year EFAL Methodology subject. As seen in Table 4.1,

multiple tasks focus explicitly on reading and the teaching of reading strategies.

Furthermore, it is stated in the 2" Year EFAL Methodology study guide that the objective of this
module is to sufficiently prepare teachers for an ever-changing world (Tertiary Institution A,
2020:8). Moreover, the 2" EFAL Year Methodology subject claims to develop an understanding
for education (Shulman & Shulman, 2004:261). At the teaching and learning strategy for the year,
it is stated that EFAL will assist pre-service teachers to bridge the gap in the current literacy crisis
faced in South Africa. This may link to reading, as it is evident from previous literature that the
literacy crisis refers to low reading proficiency levels of South African learners, as seen in past
Progress in International Reading and Literacy Studies (PIRLS, 2006, 2011 & 2016), as well as
the Annual National Assessment Report (ANA) for (Grades 4 — 6) (DBE, 2014). To conclude, the
2" Year EFAL Methodology subject study guide focuses on the importance of reading. The study
guide also incorporates objectives and principles which pre-service teachers must follow to
become competent intermediate phase EFAL teachers. Following is an analysis of the 3™ Year

EFAL Methodological subject study guide.
4.9.3 3" Year EFAL methodology study guide of Tertiary Institution A

This section entails an analysis of the 3™ Year EFAL Methodology study guide from Tertiary
Institution A. Noted are the similarities in the study guides between 2" Year EFAL Methodology
and 3" Year EFAL Methodology. The introductory section is similar, where it is stated that this
module will assist pre-service intermediate phase EFAL teacher to become competent teachers.
Again, the “Seven Roles of a Teacher” are stated, however, in this study guide it states that these
principles will be incorporated in all activities to be completed throughout this module (Tertiary
Institution A, 2020:1). Then, the term planning is similar to the 2"* Year EFAL Methodology study
guide, as it states that 7 weeks will be allocated to develop reading (Tertiary Institution A, 2020:1).
Again, the semester begins with the skill of reading. As seen in the 2™ Year EAL Methodology
subject study guide, there is a focus on shared reading, after pre-service teachers have discussed
the EFAL Grades 4-6 CAPS document. A possible reason for the focus on shared reading
throughout may be the result of overcrowded classroom contexts in the Intermediate Phase. This
is a reality with which teachers are faced in the South African context (West & Meier, 2020). Most
of the assessment tasks based on reading in 2" Year EFAL Methodology are repeated, such as
delivering a presentation on shared reading and developing an action plan to improve reading.
These activities may reveal interesting comparisons in terms of the professional growth of pre-
service teachers from one year to the next. Before presenting a presentation on shared reading,
however, pre-service teachers will partake in a lesson presented by a lecturer at Tertiary
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Institution A based on reading strategies. The reading strategies lesson will elaborate on
activating a learner’s background knowledge and skimming and scanning. There is a risk that
repeating reading activities and assessment tasks may lead to pre-service teachers stagnating.
Additionally, the suggested tasks based on reading may not enable a pre-service teacher to
successfully apply the “Seven Roles of a Teacher”. To explain, the “Seven Roles of a Teacher”
include that the teacher should act as mediator who should possess sufficient subject knowledge
(DBE, 2000b:13). Along with this, the teacher should also be able to interpret and design learning
programmes, according to specific requirements and certain contexts (DBE, 2000b:13). The
suggested teaching plan, as well as the suggested themes based on reading as perceived in the
3 Year EFAL Methodology Subject study guide, shows that reading is an important focus in the
training of pre-service teachers. Subsequently, the 4™ Year EFAL Methodology study guide is

analysed in the next section.
4.9.4 4" Year EFAL methodology study guide of Tertiary Institution A

This section is based on an analysis of the 4" Year EFAL Methodology study guide from Tertiary
Institution A. This study guide is the most elaborate of them all when taking the term planning,
task outlines and overall descriptions into consideration. Again, the study guide starts with
highlighting the importance of participation in the module as this will lead to a pre-service teacher
becoming a qualified intermediate phase EFAL teacher. As seen in the 2" Year EFAL, as well as
the 3 Year EFAL Methodology study guide, there is a focus on pre-service teachers to
demonstrate the “Seven Roles as a Teacher” during their career as a teacher. When analysing
the 4" Year EFAL Methodology subject further, it is clear that there is not a specific time allocation
for reading. There are, however, 7 weeks allocated in Term 3 for intervention, which may be
include reading. Additionally, pre-service teachers are also expected to submit an assessment
task based on reading aloud and speaking which will link to a proposed intervention, as pre-
service teachers are given a reading dysfunction tool to use during the assessment task. This
dysfunction tool includes symbols to indicate reading errors or issues with the reading delivered

by a reader. Table 4.2 demonstrates the assessment task:

Reading Assessment Task

Activity Focus on Reading
Develop a reading e Develop the rubric according to the EFAL Grades 4-6 CAPS.
aloud rubric e Assess the reading of a learner by using the designed rubric.

Indicate reading errors | ® Indicate errors by using the dysfunctional tool.
e Add a picture of how this tool has been used.
Feedback e Provide learner feedback.

e Suggest improvement strategies.
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Prepare a notice e Prepare a notice for parents on the importance of reading
aloud.

Table 4.2: Semester reading assessment task (Tertiary Institution A, 2020)

As seen in Table 4.2, Tertiary Institution A includes a task based on pre-service teachers’
development of an understanding to teach reading. Though this task only focuses on reading
aloud, pre-service teachers will be made aware of reading challenges, as they are expected to

use a reading dysfunction tool provided by Tertiary Institution A.

Furthermore, the 4" Year EFAL Methodology’s study guide’s Term 1 is based on lesson plans,
and when viewing the detailed plan, there is some incorporation of reading as a skill. For the
detailed lesson plan, pre-service students are expected to design an EFAL teaching plan,
incorporating time allocated to each skill, accompanied by suitable activities for each skill. It is
assumed here that reading will be included, as it is one of the four language skills. There is time
allocated for reading in the lesson planning of term 2 as well, where pre-service teachers should
discuss reading and also design a plan on how to improve reading. It is clear that the training of

pre-service teachers in terms of reading is also focusing on practical implementation of skills.

As stated previously, term 3 is based on intervention. In the purpose of the subject description
table, it is stated that pre-service teachers must possess high literacy skills, as well as hold
knowledge concerning the curriculum (Tertiary Institution A, 2020:9). This is extremely important
as teacher knowledge in South African classrooms is a problem contributing to low reading levels
of South African learners, as supported by Davenport et al. (2019) and Stoller and Grabe (2001).
To conclude, after the 4" Year EFAL Methodology study guide analysis, it is evident that attention

is given to prepare pre-service teachers to teach reading at Tertiary Institution A.
4.9.5 15t Year English Major Subject

This section focuses on an analysis of the 1%t Year English Major Subject from Tertiary Institution
A, which is a compulsory English subject for pre-service teachers who want to become qualified
intermediate phase teachers. In the introductory section, it is made clear that all pre-service
teachers must attain high performance levels in English (Tertiary Institution A, 2021:1).
Additionally, it is expected that pre-service teachers should be able to teach other subjects
through medium of English and be able to teach English as an FAL. Moreover, the purpose of the
18t Year Subject is to develop pre-service teachers’ language skills, specifically listening,
speaking, reading and writing. This may prove beneficial, as a pre-service teacher will not be able
to teach the four language they have not fully mastered the four language skills themselves. The
purpose of the subject is followed by stating the learning outcomes of the 1t Year Subject. The
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outcomes, relating to reading strategies, consist of acquiring sufficient subject knowledge based
on English as an FAL, accompanied by acquiring high literacy levels (Tertiary Institution A,
2021:6). These two outcomes relate to reading, as a pre-service teacher should hold adequate
subject knowledge in order to teach reading competently, as supported by Davenport et al. (2019).
Literacy levels may refer to the reading habits of pre-service teachers themselves, as high literacy
levels may include being familiar with texts that are suitable for learners in their phase. The 1%t
Year Subject study guide also includes “cross-field outcomes” (Tertiary Institution A, 2021:6).
Initially, the meaning of “cross-field outcomes” was unclear to me, but upon further reading, |
understood it as referring to the holistic development of a pre-service teacher. The “cross-field
outcomes” based on reading include the necessity to demonstrate competence in all four
language skills, followed by the application of collecting, analysing and organising new
information (Tertiary Institution A, 2021:6). Additionally, to collect, analyse and organise
information indirectly, link to McEwan’s “Seven strategies of highly effective readers”, as
discussed in the EFAL CAPS analysis section (McEwan, 2004). The 1%t Year English Major
Subject guide does not present any additional information, elaborating or detailing topics with

which to be dealt, according to each semester or term.

In conclusion, reading is not explicitly included throughout the entire study guide. To follow is an

analysis of the 2" Year English Subject guide.
4.9.6 2" Year English Major Subject

This section focuses on an analysis of the 2" Year English Major Subject guide, as provided by
Tertiary Institution A. The introductory section of the 2" Year English Major Subject guide is much
more detailed than the 15! Year English Major Subject guide. This is to be expected as there needs
to be progression in terms of knowledge acquisition. As such, pre-service teachers are expected
to develop competence in the four language skills, which is similar to the introductory section of
the 1%t Year English Major Subject guide. Here, pre-service teachers are also expected to
demonstrate confidence in English language proficiency and should feel empowered to teach
English as an FAL (Tertiary Institution A, 2020:3). Pre-service teacher empowerment may lead to
more self-confidence, enabling pre-service teachers to feel better prepared to teach reading (Jung
et al., 2011:2). According to Jung et al. (2011:12), teacher confidence, however, can only occur
if there is an improvement in pre-service teacher training and if pre-service teachers are exposed
to certain situations. Jung et al. (2011:2) add by stating that pre-service teachers must also
possess subject knowledge and be able to utilise interventions if required. When further analysing
the 2" Year English Major Subject guide, it is evident that the module outcomes, as well as the
“cross-field outcomes” are similar to those stated in the 15t Year English Subject guide. Moreover,
the 2™ Year English Major Subject guide contains a table based on the topics which should be
73



presented throughout the academic year. The topics are divided between language topics and
literature topics. Reading and aspects of reading are included in both the planning of the language

topics, as well as the literature topics, as seen in Table 4.3.

Reading and Aspects of Reading

Language Topics Literature
o Key concepts of phonetics e Reading comprehension
o Description of English vowels and e Critical reading skills
consonants

e Phonetic script

e Phonics in the Foundation Phase

Table 4.3: Aspects of reading included in the semester topics (Tertiary Institution A,
2021:12)

When viewing Table 4.3, it is evident that the explicit teaching of reading strategies are not
included in the semester topics. However, phonetics and phonics are part of the building blocks
of reading. Phonetics and phonics might not refer directly to McEwan’s (2004) reading strategies,

but they are still part of reading strategies.

Reading is not neglected, as there is a focus on phonics and phonetics and how these link to
reading. Phonics and phonetics are necessary for sufficient reading development to occur.
Additionally, critical reading skills are incorporated, though the critical reading skills are not
explicitly stated when analysing the 2" year English Major Subject guide. According to Pardede
(2007:4), critical reading skills consist of reading between the lines, deriving meaning from written
words, questioning, analysing and forming judgements, differentiating between facts and opinions

and not being influenced by the writer’s viewpoint.

When continuing with the analysis, it is evident that the term reading strategies is not mentioned
in the literature focus table, yet pre-service teachers are expected to read suggested novels and
complete activities based on the novels. To conclude, it is evident from the 2" Year English
Subject guide analysis that the overall focus of this module is on the development of gaining a
deeper understanding of phonics, phonetics and pronunciation. To follow, is an analysis of the 3"

Year English Subject guide.
4.9.7 3" Year English Major Subject

This section focuses on an analysis of the 3™ Year English Major Subject guide, provided by

Tertiary Institution A. Similar to the 15t and 2" Year English Major Subject guide, is the inclusion
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of an introductory section based on the purpose of the module. The introductory section of the 3™
Year English Subject also highlights the importance of pre-service teachers becoming adept in
the “decoding and encoding of listening, speaking, reading and viewing, writing and presenting”
(Tertiary Institution A, 2021:3). Again, there is mention of further developing and adding to “your
tool kit of skills to enable you to teach through the medium of English” (Tertiary Institution A,
2021:3). Also similar to the 1t and 2" Year study guide, is listing learning outcomes to be
achieved when completing this module. The learning outcomes are similar to those of the 1%t and
2" Year study guide learning outcomes. The 3™ Year English study guide also includes a section
based on the content and themes included for the semester. Here, an entire section focuses on

reading and viewing strategies, as seen in Table 4.4.

Reading and Viewing Strategies Topics

o “Review reading purposes” and reading strategies.
e Reading in the EFAL CAPS for Grades 4-6.

e How to read visual texts.

Table 4.4: Reading and viewing themes implemented in the 3™ Year English Major Subject
guide (Tertiary Institution A, 2021: 11)

The purpose of Table 4.4 is to demonstrate how the teaching of reading and reading strategies
are incorporated by Tertiary Institution A in the module. Though named “Reading and Viewing”,

there is an explicit focus on reading strategies.

Pre-service teachers are expected to identify the purpose of reading, which will assist in reading
for meaning, as well as reading strategies. Hereafter, pre-service teachers are expected to study
reading, as seen in the EFAL CAPS for Grades 4-6, followed by stating how different visual texts
should be read. It is a very positive sign that reading strategies are specifically mentioned.
Interviews with lecturers may have shed light on which strategies are taught to students or
expected of them to teach. As mentioned earlier, reading and literacy are not limited to written
texts, but include visual, auditory, spatial and gestural material. Pre-service teachers in their third
year at Tertiary Institution A, are trained how to read visual texts, as is evident from the study
guide. The focus on reading strategies by Tertiary Institution A relate to McEwan’s (2004)
suggested reading strategies. Pre-service teachers may be able to apply McEwan’s (2004)
suggested reading strategies successfully when teaching EFAL to intermediate phase learners,

resulting in EFAL learners improving reading for meaning.
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There is no other mention of reading, or the teaching of reading in the 3 Year English Subject
guide module, with the study guide ending after an outline of the themes to be dealt with
throughout the semester. Tertiary Institution A addresses reading in the 3™ Year English Subject.

Next is an analysis of the 4™ Year English Subject guide.
4.9.8 4™ Year English Major Subject

The next section focuses on the analysis of the 4" Year English Major Subject guide, as made
available by Tertiary Institution A. Noted is that the introductory section of the 4™ Year English
Major Subject guide is similar to the introductory section of both the 15t and 2" Year English Major
Subject guides. However, more is expected from pre-service teachers, as this module should
enable pre-service teachers to add skills to their personal tool kit, based on teaching through
English as a medium of instruction (Tertiary Institution A, 2021:3). The 4™ Year English Major
Subject guide is much more detailed than the previous two study guides, and also includes a
personal portfolio to be compiled by pre-service teachers. The portfolio focuses on reading

throughout various sections, as seen in Table 4.5.

Personal Portfolio

Portfolio Sections Focus on Reading
Introduction e Explain his/her teaching philosophy.
e Explain how he/she developed as an English
teacher.
Foundations of teaching e Explain language acquisition.
English e Explain linguistics and sociolinguistics of different
texts.

e Explain the pragmatics of English.

Literary studies e Provide evidence of a completed reading list.
Teaching approaches o Name and define different teaching approaches.
Reading methodologies ¢ Name different reading strategies.
e Explain activities according to different reading
strategies.

¢ Reflect on reading methodologies.

Table 4.5: How reading is incorporated throughout the 4" Year English Major Subject
portfolio assignment from Tertiary Institution A (2021:13)

It is evident from Table 4.5 that the 4" Year English Major Subject portfolio assignment focuses
extensively on reading throughout. There is also a section allocated explicitly for reading

methodologies and what these methodologies entail. This may give pre-service teachers the
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opportunity to demonstrate their knowledge concerning reading for meaning and the development
of reading strategies. Additionally, pre-service teachers are expected to read books such as
“Beautiful child” by Torey Hayden and “Buckingham Palace” by Richard Rive. After reading a
novel, pre-service teachers are expected to discuss the characters in the novel, as well as themes
evident in the novel. This shows a commitment to get pre-service teachers to be readers
themselves, since teachers “lose touch with why reading matters” if teachers do not read
themselves. (Tertiary Institution A, 2021: 13). During 4" Year English Major Subject portfolio

assignment includes theoretical and practical focus.

Additionally, the 4" Year English Subject guide also includes an outline based on a six-week
introductory online course, based on reading strategies when starting the semester. The reading
strategies include: prediction, making connections, questioning and monitoring understanding
(Tertiary Institution A, 2021:4). To conclude, the 4" Year English Subject guide focuses on

reading throughout.
4.9.9 Summary of the teaching of reading by Tertiary Institution A

Educational material received by Tertiary Institution A was analysed in detail. As stated, the
purpose of analysing the educational material is to establish how well pre-service teachers are
prepared to teach reading upon entering a classroom. The methodological subject study guides
incorporate objectives and principles which pre-service teachers must follow to become
competent intermediate phase EFAL teachers. When concluding the subject, which pre-service
students are obligated to have, it is evident that more attention is given to reading, especially the

teaching of reading and reading strategies.
4.10 TEACHING OF READING BY TERTIARY INSTITUTION B

The next section focuses on educational documentation provided by Tertiary Institution B. The
educational documentation which was analysed included study guides from both English First
Additional Language and English compulsory subjects. At Tertiary Institution B, the methodology
and content are combined in one module in the integrated model. Tertiary Institution B
incorporates reading differently from Tertiary Institution A, since specific modules are based on

the teaching of reading.

For the purposes of this study, the EFAL Subjects are referred to as 2" Year 15t Semester EFAL
Subject and 2™ Year 2" Semester EFAL Subject. Additionally, the 2™ Year 1st Semester EFAL
Subject and the 2™ Year 2™ Semester EFAL Subject consist of the module study guide and the

evidence of performance guide.
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4.10.1 2" Year 15t semester EFAL subject

This section focuses on an analysis of the 2" Year 15 Semester EFAL Subject guide, as provided
by Tertiary Institution B. Similar to the study guides of Tertiary Institution A, there is an introductory
section stating the purpose of this module. In the introductory section it is stated that this module
aims to equip pre-service teachers “with the necessary skills and knowledge to become an
English teacher in the Intermediate Phase” (Tertiary Institution B, 2021:1). Hereafter is a section
which focuses on what the teaching and learning of the 2™ Year 15t Semester EFAL Subject
module entails. This section consists of a short description based on pre-service teachers’
development on a personal level, an academic level and a pedagogical level. Including this may
prove beneficial, especially the pedagogical section, as previous research demonstrates that
teacher pedagogy is adding to the current reading problems in South Africa (Carnoy & Chisholm,
2008; Mashau, 2012:1). Additionally, the 2" Year 1t Semester EFAL Subject guide contains a
table based on specific outcomes to be demonstrated by pre-service teachers, as well as specific
assessment criteria to demonstrate the specified outcomes (Tertiary Institution B, 2021:3). Here,
multiple assessment criteria and outcomes focus on reading, as seen in Figure 4.5. In essence,
four assessment criteria and outcomes explicitly focus on reading: designing a reading lesson,
present a reading lesson, apply reading strategies and develop the four English skills (speaking,

writing, reading and listening).
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Figure 4.5: 2" Year 15t Semester EFAL subject assessment criteria (Tertiary Institution B,
2021:3)

As seen in Figure 4.5, Tertiary Institution B focuses on pre-service teacher training in teaching
reading by focusing on multiple aspects of reading. The various aspects of reading are also

included in the assessment criteria, thus, Tertiary Institution B will be able to determine if pre-
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service teachers demonstrate the stated criteria or not. Additionally, the purpose of Figure 4.5 is
to demonstrate that Tertiary Institution B focuses on reading throughout the 2™ Year 15t Semester
EFAL Subject.

During further analysis of the 2" Year 15t Semester EFAL Subject guide, a section is allocated to

explain each planned study unit for the semester ahead. This module consists of four study units,

with every study unit focusing on some aspect of reading, as seen in Table 4.6.

Study Unit

Focus on Reading — Learning Outcomes

Study Unit 1: “Introduction to
the nature of language and
language teaching”.

Pre-service teachers should be able to demonstrate an
understanding of:

¢ The nature and purpose of a language.
¢ Brain functionality during language acquisition.
e Theories to teach EFAL.

Study Unit 2: “Introduction to
Linguistics”.

Pre-service teachers should be able to demonstrate an
understanding of:

o The branches of linguistics.

e Pronunciation in English.

¢ The importance of phonetics.

e How to teach pronunciation and phonetics in English.

Study Unit 3: “Poetry and
folklore in an EFAL
intermediate phase
classroom”.

Pre-service teachers should demonstrate an understanding
of multilingualism by:

e Teaching the four English skills by means of using
poetry and folklore.

Study Unit 4: “Multilingualism
and EMI”.

Pre-service teachers should demonstrate an understanding
of using English as Language of Learning and Teaching

(LoLT) by means of:

¢ Understanding the difference between BICS and
CALP.

e Teaching across the curriculum.

Table 4.6: The focus on reading throughout the 2" Year 15t Semester EFAL Subject study
units (Tertiary Institution B, 2021:5)

As seen in Table 4.6, Tertiary Institution B incorporates reading throughout all four units of the 2™
Year 15t Semester EFAL Subject module. These modules include an “Introduction to the nature
of language”, an “Introduction to linguistics”, *
“Multilingualism and EMI” (Tertiary Institution B, 2021:5). Unit 4, “Multilingualism and EMI” focuses

explicitly on making pre-service teaches aware of the difference between BICS and CALP, which

Poetry and folklore in an EFAL IP classroom” and

also link to sufficient reading development. There are similarities here with Institution A, especially
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the learning outcomes of an “Introduction to the nature of language”. The purpose of Table 4.6 is

to demonstrate that Tertiary Institution B is focusing on some aspects of reading throughout.

The 2" Year 1%t Semester Subject guide ends after an explanation of the four study units for the
semester. It is evident from the 2" Year 1t Semester EFAL Subject guide that reading is not

neglected by Tertiary Institution B.

However, the teaching of reading for meaning and the explicit teaching of reading strategies are
not outlined in the study guide. It is important to remember that a study guide is only a guideline
of what is to be taught and not a detailed document (Vandsburger & Duncan-Daston, 2011:12).

The next section focuses on an analysis of the 2" Year 15t Semester EFAL Performance guide.
4.10.1.1 2" Year 15t semester EFAL performance guide

This section focuses on an analysis of the 2™ Year 15t Semester Performance guide, as provided
by Tertiary Institution B. Initially, the introduction to the 2" Year 15t Semester EFAL Performance
guide is similar to the compulsory subjects provided by Tertiary Institution A, as the end-goal of
the module is to equip pre-service teachers to become competent English FAL teachers (Tertiary
Institution B, 2021:4). Additionally, the study guide also contains a section explaining the different
levels of teaching and learning of which pre-service teachers should be aware. This is
advantageous for pre-service teachers as it includes a short description of the importance of
pedagogic development and how this module will be instrumental in this. Moreover, pedagogical
knowledge (PK) can be defined as knowledge which enables an individual to teach aspects
applicable to specific teaching areas. A synonym for PK is general pedagogical knowledge (GPK),
allowing for the distinction between “knowledge of how to teach generally and knowledge of how
to teach a particular subject area, which is usually referred to as pedagogical content knowledge
(PCK)” (Shulman, 1987:8). General pedagogical knowledge (GPK) is described as “those broad
principles and strategies of classroom management and organisation that appear to transcend
subject matter” (Shulman, 1987:8). Research suggests that pre-service teachers lack knowledge
in pedagogy (Guerriero, 2017; Hill et al., 2005). Along with this is a table based on assessment
criteria and the outcomes to be mastered, which will also develop pedagogical knowledge
(Tertiary Institution B, 2021:3). Here, multiple assessment criteria and outcomes focus on reading,

as seen in Figure 4.6.
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Figure 4.6: 2" Year 15t Semester EFAL Performance Guide Criteria (Tertiary Institution B,
2021:4)

As seen in Figure 4.6, Tertiary Institution B focuses on pre-service teacher training to design
effective reading lessons in which reading strategies may be incorporated. Additionally, the
purpose of Figure 4.6. is to demonstrate that there is a focus on training pre-service teachers to
design effective reading lessons. Similar to Tertiary Institution A, Tertiary Institution B focuses on
the practical implementation of skills. Students are expected to apply their knowledge on reading

and strategies by designing suitable lessons.

When continuing to analyse the 2™ Year 15t Semester EFAL Performance guide, it is noted that
there is a section allocated to explaining each study unit for the semester. This specific module
consists of four study units with every study unit focusing on some aspect of reading, as seen
previously in Table 4.6. An explicit focus on reading throughout study unit one to four is evident
where pre-service teachers should demonstrate an understanding of EFAL theories, brain
functionality during language acquisition, phonics and pronunciation associated with language,
how to teach the four English skills, and the difference between BICS and CALP. Phonics is also
one of the 5 pillars of reading together with phonemic awareness, vocabulary, fluency and reading
comprehension (Mehta et al., 2005). Phonics, specifically, teaches a learner how written language
and spoken language are related, developing a learner’s reading and spelling of words (Mehta et
al., 2005).

81



As seen in Table 4.6, there is a focus on reading, as well as aspects of reading. Maybe reading
strategies could be incorporated explicitly as a learning outcome. Reading is not neglected and
is incorporated throughout every study unit during the 2™ Year 15t Semester EFAL Performance

guide.

The 2™ Year 15t Semester EFAL Performance guide is concluded after the study units. When
viewing the analysis of the 2" Year 15t Semester EFAL Performance guide, it is evident that
reading is incorporated throughout. A highlight here is to include the importance of pre-service
teacher pedagogy and to focus on the development of pedagogy. The next section focuses on an

analysis of the 2" Year 2" Semester EFAL Subject guide.
4.10.2 2" Year 2" semester EFAL subject

The introductory section of the 2™ Year 15 Semester EFAL Subject guide and the 2™ Year 2™
Semester EFAL Subject guide are similar since the introductory section focuses on explaining the
purpose of this module. Tertiary Institution B highlights personal proficiency development growth
demonstrated by pre-service teachers (Tertiary Institution B, 2021:3). Recognising personal
growth is beneficial, as personal growth achieved “at an individual level or throughout an
institution’s culture, forms the basic foundation of one’s way of being” (Jain et al., 2015:41). Similar
to the 2™ Year 1t Semester EFAL Subject guide, is a section based on teaching and learning on
a personal level, an academic level and a pedagogic level (Tertiary Institution B, 2021:4). The
explanation of these is similar to the explanations seen in the 2" Year 15t Semester EFAL Subject
guide. Additionally, the 2" Year 2" Semester Subject guide also contains a table based on
specific outcomes to be demonstrated by a pre-service educator, as well as specific assessment
criteria to demonstrate the specified outcomes (Tertiary Institution B, 2021:3). Again, multiple

assessment criteria and outcomes focus on reading, as seen in Figure 4.7.
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Figure 4.7: 2" Year 2" Semester EFAL Subject Assessment Criteria (Tertiary Institution B,
2021:3)

As seen in Figure 4.7, Tertiary Institution B focuses on incorporating aspects of reading
throughout. It is evident that the 2™ Year 2™ Semester EFAL Subject module incorporates reading

more explicitly, though the explicit teaching of reading strategies is not included.

A section allocated towards explaining each study unit planned for the semester ahead is
included, similar to the 2™ Year 15t Semester study guide. This module also consists of four study
units, with every study unit focusing on some aspect of reading, as seen in Table 4.7. The study
units focus on reading by means of expecting pre-service teachers to produce reading resources,
develop an understanding for morphology, select methods to teach reading, apply suitable
reading strategies and differentiate between BICS and CALP.

Study Unit Focus on Reading — Learning Outcomes
Study Unit 1: “Short stories Pre-service teachers should be able to:
and novels in the e Produce sufficient teaching resources.
Intermediate Phase EFAL
classroom”.
Study Unit 2: “Morphology Pre-service teachers should be able to:
and 'ansuagf? structures and e Apply knowledge based on morphology to teach
conventions. English.

¢ Apply morphology knowledge to teach reading.

Study Unit 3: Lesson Pre-service teachers should be able to:
planning to teach reading. e Select suitable methods to teach reading.
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e Describe and recognise learner diversity.
o Use suitable reading strategies during lessons.

Study Unit 4: “Multilingualism | Pre-service teachers should be able to
and EMI". o Distinguish between BICS and CALP.
e Teaching through English as a Medium of Instruction.

Table 4.7: The focus on reading throughout the 2" Year 2" Semester EFAL Subject study
units (Tertiary Institution B, 2021:5)

As seen in Table 4.7, the 2" Year 2" Semester EFAL Subject focuses more explicitly on teaching
reading, as well as teaching reading strategies. The explicit teaching of reading strategies relate
to McEwan’s (2004) suggested reading strategies of effective readers. This may result in pre-
service teachers being able to teach reading for meaning, accompanied by teaching suitable
reading strategies, as suggested by McEwan (2004). Moats (2020) confirms that teaching reading
strategies will assist learners in an EFAL classroom to “read and comprehend a reading text more
rapidly and successfully”. Additionally, morphology relates to reading, since an understanding of
morphology “is crucial in reading development” (Welsch, 2019). Hence, if a learner struggles with

morphemes, this learner “will become laboured and comprehension will suffer” (Welsch, 2019).

Moreover, the 2" Year 2" Semester EFAL Subject study units also states that pre-service
teachers should be able to select “suitable methods to teach reading” (Tertiary Institution B,
2021:5). To conclude, methods to teach reading may include applying the top-down and bottom-
up method or incorporating guided reading during reading lessons (Ariandika & Kartikawati,
2018). The 2™ Year 2" Semester Subject guide concludes with an explanation of the four study
units for the semester. Conclusively, it is evident from the 2" Year 2" Semester EFAL Subject
that reading is incorporated throughout the module. Following is an analysis of the 2™ Year 2™

Semester EFAL Performance guide.
4.10.2.1 2" Year 2" semester EFAL performance guide

The 2™ Year 2" Semester EFAL Performance guide also starts with an introductory section,
however, this introductory section differs from the 2" Year 15t Semester EFAL Performance guide.
Here, it is stated that the focus of the 2" Year 2" Semester EFAL Performance guide is to develop
the proficiency of pre-service teachers, as well as personal development of a pre-service teacher
taking on the role of a model, interpreter and designer of English as an FAL (Tertiary Institution
B, 2021:1). Additionally, teaching and learning throughout the module also includes a description
of pedagogic development. As seen in the analysis of the 2" Year 1' Semester EFAL

Performance guide, pedagogy is vital in order for sufficient teaching to occur in a classroom
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(Guerriero, 2017). The pedagogical description in the 2™ Year 2" Semester EFAL Performance
guide differs from the pedagogical description in the 2™ Year 1t Semester EFAL Performance
guide, in that pre-service teachers should develop their subject knowledge. The pedagogical aim
of this module is to enable pre-service teachers to demonstrate knowledge about literature and
use suitable methodologies in an EFAL classroom (Tertiary Institution B, 2021:4). Neither reading,
nor McEwan'’s (2004) suggested reading strategies are incorporated in the pedagogic description,
however, knowledge about methodologies may include aspects of reading (Feyfant & Gaussel,
2007). Furthermore, this study guide also contains a table based on assessment criteria and the
outcomes to be mastered, which may also develop pedagogic knowledge (Tertiary Institution B,
2021:3). Here, multiple assessment criteria and outcomes focus on reading, as seen in Figure
4.8.

Discuss approaches to

teach English as a L2

Discuss Second
mm Language Acquisition
theories (SLA)

Use appropriate
methodologies

Design effective EFAL
lessons

Showcase proof of
extensive reading

Assessment criteria based

Figure 4.6: 2" Year 2" Semester EFAL Performance Criteria (Tertiary Institution B, 2021:4)

As seen in Figure 4.8, there is focus on reading or aspects of reading during the 2" Year 2™
Semester Performance guide. However, how to teach reading for meaning, as well as the
importance of teaching reading strategies are not explicitly stated by the assessment criteria for
the semester. More attention may be given to assessing explicit aspects of reading, such as a

focus on reading strategies.

Upon further analysis of the 2" Year 2" Semester EFAL Performance guide, it is evident that the
outline is similar to the 2" Year 15 Semester EFAL Performance guide, with a summary of the

study units discussed next. This module only consists of three study units, with evidence of
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reading evident from study unit one to study unit three. Table 4.8 demonstrates this clearly, since
pre-service teachers are expected to apply the lesson wheel when preparing lessons, teach
reading skills and select appropriate reading material. The lesson wheel is used in the English for
Education subject group at Tertiary Institution B and follows a backward design in order to go
forward. To elaborate, the lesson wheel focuses on two sides, incorporating both content and
language during lessons. The lesson wheel also compromises eight components and emphasises
the interchangeability of learning, teaching and assessment during a lesson (Tertiary Institution
B, 2020).

Study Unit Focus on Reading — Learning Outcomes

Study Unit 1: “Effective Pre-service teachers should be able to:

communication” in an EFAL e Use suitable presentation skills.
classroom. .
e Apply the lesson wheel during lesson

planning.

Study Unit 2: “Teaching language and | Pre-service teachers should be able to:
literature”. e Teach certain language skills.

o Use suitable literature to teach language.
e Select suitable reading material.

Study Unit 3: “The linguistics of Pre-service teachers should be able to:

English”. e Apply syntax and semantics to develop

personal proficiency.

e Teach grammar both implicitly and
explicitly.

Table 4.8: The focus on reading throughout the 2" Year 2" Semester EFAL Performance
guide (Tertiary Institution B, 2021:5)

The purpose of Table 4.8 is to demonstrate where reading is incorporated throughout the study

units of the 2" Year 2" Semester EFAL Performance guide.

Teaching reading more explicitly is developing, as pre-service teachers are expected to teach
language skills and to select suitable reading material to teach reading. Selecting suitable reading
materials implies that pre-service teachers need to be readers themselves in order to select
suitable material for their learners. Reading strategies are not incorporated explicitly, however,

there is development on the focus of reading.

The 2™ Year 2" Semester EFAL Performance guide is concluded after the study units. When
viewing the analysis of the 2" Year 2" Semester study guide it is evident that the teaching of

reading is incorporated more explicitly throughout. There is also development of pre-service
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teachers’ pedagogical knowledge. The 2" Year 2" Semester Subject consists of a portfolio,

which is analysed next.
4.10.2.2 2™ Year 2"! semester EFAL portfolio

This section focuses on an analysis concerning the 2" Year 2"¢ Semester EFAL Portfolio, as
made available by Tertiary Institution B. The 2" Year 2" Semester EFAL Portfolio links to the 2™
Year 2" Semester EFAL Performance guide, however, it is an educational document which is
separate. For the purposes of this study, the term portfolio refers to the collection of work in a
folder, based on a pre-service teachers’ best work pieces, highlighting personal strengths (Sweet,
1993). The purpose of a portfolio is to capitalise on the tendency to save previous work, with the
intent to reflect on previous work and improve on future work (Sweet, 1993). The portfolio analysis
focuses on the teaching of reading and preparing pre-service teachers to teach reading to EFAL
intermediate phase learners. Upon analysis, it is evident that reading is highlighted, as both unit
one and unit two of the semester plan focus mostly on reading. To elaborate, the main focus of
study unit one is the utilisation of reading activities in an EFAL intermediate phase classroom
(Tertiary Institution B, 2019:4). Moreover, the learning objectives based on reading include using
reading skills and teaching reading skills. Teaching reading as a skill has not been acknowledged
anywhere in previous educational documentation analysed by me. The 2" Year 2" Semester
EFAL Portfolio is the first document received from both Tertiary Institution A and Tertiary
Institution B where pre-service teachers are taught how to teach reading. Along with this, it is
expected of pre-service teachers to teach reading in a content classroom during unit two (Tertiary
Institution B, 2019:4). Additionally, the 2" Year 2" Semester EFAL Portfolio contains a section
allocated to “reading catalogue assignments” (Tertiary Institution B, 2019:5). Here, multiple
exercises are based on pre-service teachers being taught how to teach reading. For example,
pre-service teachers should choose a suitable book to read to intermediate phase learners along

with designing suitable lesson enhancers.

During another assignment, it is expected of pre-service teachers to study the PIRLS (PIRLS,
2016) results, followed by stating significant aspects about current literacy levels in South Africa.
As seen during Chapter 1 and 2, PIRLS results (PIRLS, 2006, 2011, 2016), as well as ANA results
(DBE, 2014) are key indicators of current literacy levels in South Africa. As such, studying these
results may prove beneficial, as pre-service teachers will enter an EFAL intermediate phase
classroom well informed about current reading issues in South Africa. It is also expected of pre-
service teachers to identify challenging words in a text during an exercise. During this assignment,
pre-service teachers must indicate how they will teach these words, by stating the strategy used
and explaining why they chose this specific strategy. Here, the focus is on vocabulary teaching
strategies, which form part of the pillar, vocabulary, which is one of the reading pillars. Again, this
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might lead to pre-service teachers becoming more aware of reading strategies, as it is expected
of pre-service teachers to state which strategy they used to explain specific words. Explaining

word meanings individually might not lead to reading for meaning (Nagy et al., 1987).

To conclude, the 2" Year 2" Semester EFAL Portfolio guide focuses on reading throughout,
specifically teaching reading. Though reading strategies might not be stated explicitly and
incorporated during reading assignments, pre-service teachers may be better prepared to teach

reading when entering an EFAL intermediate phase classroom after completion of this portfolio.
4.10.3 Summary of the teaching of reading by Tertiary Institution B

It is evident from the analysis that there is an emphasis on reading throughout. Highlights from
the analysis include that Tertiary Institution B focuses on pre-service teachers’ pedagogical
development, which may lead to pre-service teachers being more prepared for the realities in
South African classrooms. To explain, pre-service teachers may hold more overall subject
knowledge and also be more informed about current reading issues in South Africa. Tertiary
Institution B also incorporates reading explicitly throughout specific modules, with an entire
module dedicated to reading. Additionally, including a 2" Year 2" Semester EFAL Portfolio may
also prove beneficial, as the tasks based on reading are more explicit. Only first and second year
study guides were analysed, as reading is taught according to specific modules by Tertiary
Institution B. Though only first and second year study guides were analysed, these study guides

demonstrate that reading is taught extensively by Tertiary Institution B.

4.11 SUMMARY OF PRE-SERVICE TEACHER TRAINING AND THE TEACHING OF
READING BY TERTIARY INSTITUTION A AND TERTIARY INSTITUTION B

This section aims to summarise pre-service teacher training and the teaching of reading by
Tertiary Institution A and Tertiary Institution B. It is clear that the teaching models applied by the
two Tertiary Institutions differ. At Tertiary Institution A there is a focus on reading throughout the
four years of pre-service training. At Tertiary Institution B, however the focus on teaching reading
is mainly in the second year of training. Additionally, all study guides from both institutions state
outcomes to be achieved, as well as the focus of each study unit. There is a sense that the explicit
teaching of reading is slightly incorporated in the methodological modules and compulsory
subjects from Tertiary Institution A throughout first to fourth year of teacher training. Though only
second year modules and study guides were analysed from Tertiary Institution B, the focus differs.
Tertiary Institution B allocates specific modules to pre-service teachers who are trained to teach

reading, rather than incorporating the teaching of reading in every module and study guide.
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Conclusively, both institutions pay attention to teach reading to pre-service teachers. The extent

of this differs according to each Institution.
4.12 INTRODUCTION: TWO SEMI-STRUCTURED INTERVIEWS

This section is based on an analysis generated from two semi-structured interviews conducted
with selected participants. These two participants are currently teaching EFAL in the Intermediate
Phase at a Government school in Gauteng. For the purposes of this study, the participants are
referred to as Participant A and Participant B. Additionally, the analysis is divided into separate
sections, according to the purpose of this research study, the research problem, and the research
questions. As such, the analysis focuses on, firstly, the participants’ awareness of the importance
of reading. This is followed by the participants’ view on their learners’ reading abilities in an EFAL
intermediate phase classroom. Hereafter, the participants’ teaching of reading strategies is
analysed, followed by analysing the participants’ application of the reading process when teaching
reading. Then, the participants’ pre-service teacher training is analysed. Lastly, a conclusion is

offered.
4.12.1 Participant A’s awareness of the importance of reading

As stated in the introduction section, the first focus of the semi-structured interview analysis is the
participants’ awareness of the importance of reading. Hence, this section is based on an analysis
of Participant A’s awareness of the importance of reading. During the interview process, multiple
questions were centred around gathering insight into the participants’ awareness of reading and
if the participants’ view reading as important. Initially, insights were gathered by asking Participant
A, “How do you see yourself as a reader?”, with Participant A replying that, “| enjoy reading quite
a lot; | like a particularly good book. | enjoy reading books, though the time now is not always
there to do that.” Therefore, the initial thought was that Participant A viewed reading as important,
but it was immediately evident that time is an issue for Participant A when viewing the activity of
reading. During another question asked, based on how to further develop reading, Participant A
replied that learners must read more in their own time, as teachers do not have time during
classes to read. This statement contradicts the idea that reading is viewed as important in an
EFAL intermediate phase classroom, or it may be that Participant A cannot spend enough time
on reading during her classes and therefore expect learners to supplement their reading at home.
To add, Participant A continued by stating that “| cannot teach a learner to read in Grade 5”. This
statement is problematic, as “all teachers must be teachers of reading” during primary school
level (N'Namdi, 2005:8). During the interview it became evident that Participant A encourages
reading development by asking learners to bring books to class. This initiative requires more, as

Participant A expects learners to read, however no activity is directed afterwards to confirm if the
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book was read, or to check reading for meaning. Participant A also views reading as necessary
for academic purposes throughout the curriculum, however, when asked about the teaching of
reading, the response was that the availability of time was a stumbling block. Conclusively, there
is a sense that Participant A is aware of the importance of reading, but when it comes to assisting
in the teaching and development of reading, little attempt is made due to challenges such as time,

as indicated by Participant A.
4.12.2 Participant B’s awareness of the importance of reading

This section focuses on an analysis of Participant B’s awareness of the importance of reading.
Participant A and B were asked similar questions during the two semi-structured interviews, with
similarities as well differences during the analysis process. Participant B was also asked, “How
do you see yourself as a reader?”, with Participant B also highlighting the issue of having no time
to read. However, Participant B continues by stating that, though time is of the essence, active
reading is necessary to add to personal knowledge. Then, when asked “Do you have informal
talks about the importance of reading?”, it was evident that Participant B does have talks about
the importance of reading. When elaborating on this, Participant B stated that this helped learners
understand the importance of reading, and it motivated learners to read more. This is in contrast
with Participant A, who does not have talks about the importance of reading. Thus, Participant B
views reading as important and is aware of the importance of reading. Moreover, when asked
about whether all four English skills are equally important, Participant B stated that “Unfortunately,

not all four of the skills can be regarded as equal’.

Participant B added, by stating that reading is the most important skill, and that more time should
be allocated towards reading development in the EFAL Grades 4 — 6 CAPS document. When
asked about the role of reading in an FAL, Participant B replied that “Reading is the core of
learning EFAL” and that “If a learner struggles to read, he/she will most definitely struggle with
everything else.” Conclusively, time is also an issue for Participant B, however Participant B has

stronger views on the importance of reading.
4.12.3 Summary of Participant A and B’s awareness of the importance of reading

When viewing the analysis of Participant A and B’s awareness of the importance of reading, it is
evident that the availability of time and time constraints influence reading. Moreover, both
participants view reading as important. However, there is a sense that Participant A feels
restricted by the limited time and does not use additional time to discuss the importance of reading
with her learners. Participant B, on the other hand, spends more time on emphasising the

importance of reading.
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4.12.4 Learner’s reading abilities in Participant A’s classroom

This section focuses on Participant A’'s awareness of learners’ reading abilities in the EFAL
intermediate phase classroom. The purpose of this is to determine if teachers are informed about
current issues with reading in South Africa. As such, multiple questions were centred around
learners’ reading abilities. Both participants struggled to provide detailed answers for these
questions. With this in mind, follow-up questions were given, specifically based on learning
abilities. When viewing Participant A’s responses, it is evident that Participant A mostly believes
her learners are well-equipped readers. When asked about the strengths and weaknesses of the
learners, Participant A stated that the standard of EFAL is “really extremely high”. Participant A
added by stating that the learners’ weakness is reading, as the learners “do not comprehend what
they are reading”. Additionally, Participant A noted that learners who read well, will read wherever
and whenever possible, but learners who battle with reading would not partake in any form of
reading. As stated, follow-up questions were needed to get a more informed analysis of learners’
reading abilities in an EFAL intermediate phase classroom. As such, Table 4.9 demonstrates
Participant A’s awareness of learners’ reading abilities in her class. During the completion of this
table Participant A had to comment on her learners’ decoding skills, vocabulary knowledge,

fluency, phonetics, phonology and comprehension.

Learners’ Reading Abilities

Decoding Vocabulary Fluency Phonetics Phonology | Comprehension
Skills Knowledge

Grade 5 Learners Almost all Homophone | Participant A | Participant A
learners battle with EFAL exercises almost never | uses
battle with word learners help with focuses on comprehension
unfamiliar meanings. struggle to phonetics. phonology. questions to
words, read practise reading
especially fluently. for meaning.
diphthongs.

Table 4.9: Participant A’s view on learners’ reading abilities

The purpose of Table 4.9 is to demonstrate Participant A’s view on learners’ reading abilities in a
Grade 5 classroom. When viewing Table 4.9, it is evident that Participant A is aware of what her
learners struggle with concerning reading. The most problematic issue is a lack of teaching any
phonology, as phonology deals with the study of sounds in a language, as well as “their internal
structure, and their composition into syllables, words and phrases” (Bird, 2003:25). A lack of
phonological awareness may lead to a lack in decoding skills, vocabulary knowledge, fluency and

comprehension (Bird, 2003).
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Participant A was requested to explain how assistance is provided to learners who battle with
decoding, fluency, phonemic awareness, vocabulary knowledge, comprehension and dyslexia.
Participant A stated that in her classroom, learners mostly only battle with reading for meaning.
Then, Participant A stated that assistance is provided by means of conducting spelling tests and
looking up unfamiliar words. Participant A did not provide a detailed answer, which may indicate
a lack of knowledge concerning reading challenges or it may be that her knowledge is tacit.
Conclusively, Participant A shows an awareness of learners’ reading abilities, however Participant

A is not fully acquainted with certain reading terminology.
4.12.5 Learners’ reading abilities in Participant B’s classroom

This section focuses on Participant B’s awareness of learners’ reading abilities in the EFAL
intermediate phase classroom. Participant B was asked similar questions to Participant A,
however, Participant B’s responses differed. When asked about the strengths and weaknesses
of her current EFAL intermediate phase learners, Participant B was able to provide a more
detailed answer. Participant B stated that most learners struggle with speaking as an English skill

and not the skills of reading.

Then, when asked “How do you view your learners’ reading abilities?”, Participant B responded
by stating that the majority of her learners are able to read, but there is room for improvement.
Additionally, Participant B also stated that her learners enjoyed reading, especially on their own.
The issue here is that research demonstrates that little reading happens when a learner is not
attending school, as supported by Mohammed and Amponsah (2002). Moreover, Participant B
also believes that reading performance and reading abilities will improve if more opportunities to
read are included in the current EFAL CAPS for Grades 4 — 6 (DBE, 2011b). Furthermore, as
stated, follow-up questions were needed to get a more informed analysis of learners’ reading
abilities in an EFAL intermediate phase classroom. Participant B was asked to complete a similar
table to Participant A, commenting on learners’ decoding skills, vocabulary knowledge, fluency,

phonetics, phonology and comprehension abilities. Table 4.10 demonstrates Participant B’s

comments.
Learners’ Reading Abilities
Decoding Vocabulary Fluency Phonetics Phonology | Comprehension
Skills Knowledge
Not common | The most Fluency This is Phonology Comprehension
in her Grade | common and challenges | common in challenges issues are not a
4 classroom, | clearestissue. | are learners with | are rare and | problem, as
but if it The challenge | common. a strong can be interesting and
happens, of this is Normally South improved by
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she acknowledged, | this is seen | African means of relevant texts
suggests by stating that | in learners accent, and | word are used.
that the this will who do not | states that building

parents influence read phonetics exercises.

should see reading for enough. should be

an meaning. taught from

optometrist, | Vocabulary an early

as it may be | exercises are age.

linked to used to assist.

dyslexia.

Table 4.10: Participant B’s view on learners’ reading abilities

The purpose of Table 4.10 is to demonstrate Participant B's awareness of views on learner’s
reading abilities in her EFAL intermediate phase classroom. As evident from Table 4.10, the
comments made by Participant B are slightly similar to the comments made by Participant A.
When viewing Participant B’'s comments, the major issue is a lack of acknowledging decoding
and comprehension challenges, as Participant B states her learners rarely battle with both

decoding and comprehension.

This is contrary to literature and research, as studies conducted validate that reading for meaning
is a major reason for current low literacy levels in South Africa (Rule & Land, 2017; Verbeek,
2010). Lacking awareness of current reading levels in South Africa, highlights the issue that EFAL

intermediate phase teachers may not be fully aware of current reading challenges in South Africa.

Participant B also had to explain how assistance will be provided to learners struggling with
decoding, fluency, phonemic awareness, vocabulary knowledge, comprehension and dyslexia.
Participant B only identified the issue of fluency and stated that assistance would be provided by
advising a learner to use a ruler when reading. This is not a solution to fluency problems, but
rather dyslexia. Fluency improves when decoding is in place and learners need not place all their
energy into decoding. Participant B elaborated by adding that different types of fonts, especially
bigger fonts, improve fluency when reading. Then, Participant B added by stating that a glossary
of challenging words is provided to learners before reading a passage, and that she assists with
word pronunciation if this is an issue. Though assistance is provided, it is evident that fluency is
not the issue, but that teaching reading for meaning is. To conclude, it is evident that Participant
B is aware of learners’ reading abilities to a certain extent, however, Participant B is not fully

informed about current reading challenges and on how to provide correct assistance.
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4.12.6 Summary of Participants A and B’s learners’ reading abilities

When viewing the analysis of Participant A and B’s reading abilities of their current learners, it is
evident that both Participant A and B are not fully acknowledging the current lack of reading
abilities in their classrooms. Both are somewhat informed and aware of challenges associated
with reading, however, more knowledge is needed in order for Participant A and B to identify
reading issues and to provide effective assistance. It should be noted that knowledge of reading

may be tacit, and it may therefore appear as if teachers do not have the necessary knowledge.
4.12.7 Participant A’s teaching of reading strategies

This section focuses on an analysis to determine Participant A’s teaching of reading strategies.
In essence, this was to establish if Participant A teaches reading strategies. During the semi-
structured interview with both participants, questions based on reading strategies were asked.
For example, Participant A was asked if reading strategies, as stated in the EFAL CAPS for
Grades 4 — 6 (DBE, 2011b) were used during reading lessons. Here, Participant A stated that “|
use my own strategies, because | must say, with CAPS, you do not really have just reading
lessons like previous years”. Participant A did not elaborate on which reading strategies are used
to develop reading for meaning. Moreover, Participant A mentioned a lack of time as a reason

why she is not teaching reading strategies explicitly.

Additionally, McEwan’s “Seven strategies of highly effective readers” (2004) were incorporated
during the follow-up interview questions. Participant A had to compare her utilisation of reading
strategies to those suggested by McEwan (2004) by adding comments throughout, as seen in
Table 4.11.

McEwan’s Strategy How is this taught and used in your reading lessons?
Activating a This strategy is used by means of asking a pertinent question, for
learner’s example if the setting of the passage is set in a specific place,
background Participant A would ask if the learners have been to this place and
knowledge to talk more about their experiences.

Participant A uses prediction, for example, asking the learners

Making inferences |, \what they think the text will be about.

Monitoring and Participant A only uses this technique when learners ask about
clarifying challenging words, otherwise learners have to look up challenging
information words in a dictionary.

Participant A asks questions throughout the reading process. Here,

Asking questions )
g4q learners are also allowed to ask questions.
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Searching and
selecting
information

Participant A uses comprehension questions, as these force
learners to search for specific information.

Participant A uses this strategy with specific texts, like a descriptive
text. Here, Participant A asks learners to summarise the main
ideas.

Summarising
information

Visualising and
organising
information

Participant A uses this strategy by mixing events in a passage,
where after learners are expected to order events chronologically.

Table 4.11: Participant A’s usage of McEwan’s Seven Reading Strategies (2004)

When viewing Table 4.11, it is evident that Participant A incorporated all seven of McEwan’s
(2004) reading strategies. However, there is a sense that Participant A did not fully comprehend
what each strategy entailed. For example, by inferring, Participant A did not show an
understanding of the strategy as she associated it more with prediction than with reading between
the lines. Participant A gave clear examples for all seven reading strategies, as suggested by
McEwan (2004).

Upon further analysis, Participant A had to respond to the question, “Which reading strategies, as
set out in the CAPS document, do you apply them when teaching reading for meaning?”
Participant A’s response indicates that she only firstly used the questioning strategy by means of
reading comprehension and secondly, the clarifying strategy by explaining new words. To
conclude Participant A’s analysis of teaching reading strategies, it appears as if Participant A is
also not fully informed about the various reading strategies suggested in the EFAL CAPS for

Grades 4 — 6 (DBE, 2011b) and shows a faulty understanding of some strategies.
4.12.8 Participant B’s teaching of reading strategies

This section follows an analysis on Participant B’s teaching of reading strategies. Participant B
also received questions on explicit reading strategies, as well as follow up questions. Participant
B appeared to be more knowledgeable in terms of various reading strategies. To explain, when
asked, “Which reading strategies in the CAPS document are you familiar with?”, Participant B
replied by giving a more detailed answer. Here, Participant B stated that she was familiar with
activating a learner’s prior knowledge, asking questions and summarising. The follow up question
required Participant B to state which of these strategies are used during her reading lessons.
Participant B stated that she used the strategies of activating a learner’s background, asking
comprehension questions, and especially summarising. Participant B added by stating that she

also used, for example, word family activities to explain new vocabulary. Similar to Participant A,
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Participant B had to compare her utilisation of reading strategies to those of McEwan (2004) by

adding comments throughout, as seen in Table 4.12.

McEwan’s Strategy

How is this taught and used in your reading lessons?

Activating a
learner’s
background
knowledge

This strategy was used by asking questions about the title of the
passage and asking learners to make predictions. Additionally,
Participant B used information handouts or videos to activate a
learner’s background.

Making inferences

This strategy was used during reading, where Participant B would
ask questions after reading a few paragraphs or a stanza from a
poem. Here, learners were expected to explain what was
happening or why something was happening.

Monitoring and
clarifying
information

Learners had the opportunity to ask questions about new words or
if there was uncertainty about what was read. If the question
focused for example, on the meaning of a new word, Participant B
involved the rest of the learners to assist, whilst monitoring learner
explanations.

Asking questions

This strategy was used during the pre, the while, and the post-
reading phases. This strategy was used to monitor learner
understanding and can form part of an assessment task.

Searching and
selecting
information

Participant B used searching and selecting to answer
comprehension questions such as, defining new words, collecting
information and solving problems. This strategy was also used to
incorporate grammar exercises.

Summarising
information

Participant B advocated this strategy as much as possible, as it “is
an excellent exercise to test a learner’s ability to adapt, remember
and apply information”.

Visualising and
organising
information

This strategy was used by means of requiring learners to number
paragraphs chronologically. Moreover, Participant B allowed
learners to construct a visual image of the text by means of
completing the exercise in a box or in a process diagram.

Table 4.12: Participant B’s usage of McEwan’s seven reading strategies (2004)

When viewing Table 4.12, it is evident that Participant B incorporated all McEwan’s (2004) seven
reading strategies. Participant B also possesses knowledge about each strategy, as an example
of how each reading strategy is used during a lesson was given. Additionally, Participant B was
also able to state during which reading phase most of McEwan’s (2004) seven reading strategies

are used.

Upon further analysis, Participant B was asked if reading strategies are taught explicitly in her

EFAL classroom. Participant B stated that she teaches reading strategies, however, there is a
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sense that the reading strategies are taught during reading. Participant B incorporates the
teaching of reading strategies during her reading lessons. Participant B added that teaching
reading strategies is time consuming, however, she appreciates the value of teaching reading
strategies. Participant B did not elaborate on how these reading strategies were taught. To
conclude the analysis of Participant B’s teaching of reading strategies, it is evident that Participant
B understands the necessity of reading strategies, as well as the actual teaching of reading

strategies.
4.12.9 Summary of Participant A and Participant B’s teaching of reading strategies

This section focuses on summarising Participant A and Participant B’s teaching of reading
strategies. When viewing the analysis of Participant A, it is evident that Participant A seemed to
lack knowledge of the various reading strategies and did not teach reading strategies. In essence,
there is a sense that Participant A did not view the teaching of reading strategies as valuable.
Participant B however, seemed more knowledgeable about reading strategies, as she elaborated

on these and her implementation of the different strategies.
4.12.10 Participant A’s following of the reading process

This section focuses on an analysis of Participant A’s following of the reading process of pre-,
during-, and post reading in her EFAL classroom. Each reading phase has different advantages
to aid the development of reading for meaning (Chastain, 1988). During the initial interview, little
evidence was provided by Participant A that the reading process is used during reading lessons.
There was a sense that Participant A was not aware of the reading process, and what the reading
process entails, even though this is clearly emphasised in the CAPS document. Here, probing
questions were needed, as well as follow up questions. During the follow-up questions, Participant
A received a passage titled “Currents and Waves”, where she had to explain how she would go
about teaching it to her learners by means of using the reading process. Table 4.13 demonstrates

Participant A’s usage of the reading process to teach a reading passage.

Pre-Reading Phase During-Reading Phase Post-Reading Phase
Participant A stated that | Here, Participant A stated The post-reading phase was
she would show a video | that learners would take utilised for completing
based on currents and turns reading parts of the exercises about the passage.
waves, and also discuss | passage out loud for Questions were given to
previous natural events practice. Additionally, learners that are based on the
associated with currents | Participant A stated that she | passage, as well as grammar
and waves. would also explain new questions. This would be

vocabulary while reading concluded by completing a
the passage. follow-up activity, like writing a
reflection about the passage.
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Table 4.13: Participant A’s following of the reading process

When viewing Table 4.13, it is evident that Participant A has knowledge about using the reading
process to teach a passage. This confirms my previous observation that the knowledge of reading

and specifically reading strategies, may be tacitly held by teachers.

Participant A also gave clear explanations about which exercises would be used according to
each reading phase. The only concern may be the during-reading phase, as a learner would not
be able to read the passage out loud if this learner feels uncomfortable or if this learner was aware
of personal challenges surrounding reading. The post-reading phase was also incorporated
clearly. There were no other indications of the reading process being used during lessons by
Participant A. Conclusively, the purpose of the reading process is to assist a learner to connect

ideas about what is read, to what this learner already knows (Martin, 1991).
4.12.11 Participant B’s following of the reading process

This section focuses on an analysis of Participant B’s following of the reading process in her EFAL
classroom. Participant B was also not able to initially explain her following of the reading process.
More probing was required in order to gather more insight into the following of the reading
process. When discussing learner comprehension, Participant B had to elaborate on the following
of the post-reading phase. Here, Participant B stated that she often uses clarifying, as it
summarises the pre-reading phase strategies, as well as the post-reading phase strategies.
Clarifying, however, cannot be used as a method to summarise the pre- and post-reading
strategies, since clarifying is used in the course of the during-reading and post-reading phases,
according to McEwan (2004). Moreover, Participant B explained that she first completed an
informal group work exercise after reading, before expecting learners to complete the actual post-
reading comprehension. Participant B focused mostly on the post-reading phase, and there was
a sense that the pre-, as well as the during-reading phase was neglected. Participant B also
received follow-up questions, where she also had to explain how she would go about teaching
the passage “Currents and Waves” to her EFAL learners. Her comments are reflected in Table
414,

Pre-reading Phase During Reading Phase Post-Reading Phase
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Participant B used the pre- Here, Participant B would | The post-reading phase
reading phase by firstly, activating | read the passage to the was used to reflect on

learners’ background by asking learners, with learners what was read. This was
relevant questions. Then, having the opportunity to | completed by Participant
Participant B asked learners to ask if there was B expecting learners to
make predictions about the text, something which they did | recall information,
followed by studying for example, | not understand. summarising what they
the author’'s name, a short history | Additionally, Participant B | had read and writing a
about the author or the origin of reread challenging short reflection based on
the source. Before reading the sections. the passage.

passage, Participant B asked
learners to scan the passage and
identify challenging words,
whereafter these words were
discussed.

Table 4.14: Participant B’s following of the reading process

When viewing Table 4.14, it seems as if Participant B possessed more knowledge about what the
reading process entails. Though Participant B gave clear examples of how each reading phase

was used, the realty in her classroom might differ.

Similar to Participant A, Participant B made no other comments of using the reading process
during lessons. During the initial interview, there was a sense that Participant B valued the post-
reading phase as the most important phase, slightly neglecting the pre-reading and the during-
reading phase, since she was able to provide the most detailed examples of how she uses the
post-reading phase. However, during the completion of Table 4.14, it is evident that Participant B

possesses knowledge about both the pre- and the during-reading phase.
4.12.12 Summary of Participant A and Participant B’s following of the reading process

To summarise Participant A and Participant B’s following of the reading process, it is evident that
both participants can adhere more to the actual reading process. To explain, the reading process
may be neglected during the teaching of reading, since little attention is given to the usage of
each reading phase. However, both participants were able to give detailed answers on the usage
of each reading process during the completing of the reading process table. To conclude, both

participants can benefit from gaining more insight into the reading process.
4.12.13 Participant A’s pre-service teacher training on reading

This section focuses on an analysis of Participant A’s pre-service teacher training to teach
reading. The purpose of this is to establish if Participant A received training to teach reading, and

how intensive the training was. During the initial semi-structured interview, Participant A was not
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able to provide sufficient detail on pre-service teacher training that she had received. Follow-up
questions, based on probing were necessary. However, Participant A was still not able to provide
detailed answers. This could be a result of Participant A having completed her training many years
ago and struggling to recall exact details. Participant A was asked to respond to the question,
“With regard to your pre-service training, when you completed your degree, were you made aware
of the importance of reading?”. Participant A responded by stating that “We focused a lot on
reading, and | even had extra reading activities in the class”. When | probed the issue a bit more,
it became apparent that Participant A was referring to actual teaching, and not pre-service teacher
training. A follow-up discussion ensued in which the meaning of pre-service teacher training was
explained. With this in mind, Participant A had to respond to the question, “Did you have a module
on reading?” Participant A responded by stating that there were no modules for one specific thing,
and everything was taught together, possibly meaning that they were taught in an integrated

manner.

When continuing with the interview, Participant A had to state if explicit pre-service teacher
training was provided on how to identify and rectify reading difficulties. Participant A responded
by stating that they were taught how to assist struggling learners, as they had a remedial program,
“‘where you help the pupils who have got difficulty with reading”. Here, Participant A did not
elaborate further, thus it was unclear what the remedial program entailed. Furthermore,
Participant A had to respond to comments based on the explicit training provided during her pre-
service education by completing a short table. Participant A stated that aspects of reading were
covered. No further explanations were provided, as to which aspects were covered. Moreover,
Participant A also had to comment on personal experience concerning the teaching of reading.
With this in mind, Participant A only stated that, “We learned about the types of reading dyslexics”,
however, Participant A did not elaborate. Additionally, Participant A was also asked to provide
transcripts based on her educational qualification, however she did not provide any. To conclude,
it is evident that Participant A received training on how to teach reading, yet she is unable to give
detailed insights into the explicit pre-service teacher training provided. As mentioned, this may be

due to the fact that she completed her training many years ago.
4.12.14 Participant B’s pre-service teacher training on reading

This section focuses on an analysis of Participant B’s pre-service teacher training to teach

reading. The purpose of this is to establish if Participant B received training to teach reading, and

how intensive the training was. Similar to Participant A, Participant B was not able to provide

detailed answers on pre-service teacher training that she received. Participant B, however, was

able to provide more details than Participant A, yet follow-up questions were necessary. During

the initial interview, Participant B had to elaborate on explicit training received on how to teach
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reading during her pre-service education. Participant B stated that though a section was based
on the teaching of reading, this section only covered the basics. It was unclear what she meant
with the basics. Participant B continued by stating that all information provided during pre-service
training “can also be found on the internet”. She did not elaborate whether she consulted the
Internet or not. Additionally, Participant B elaborated on the training provided by stating that types
of readers were discussed with them, yet the techniques on how to teach reading for meaning
were neglected. Moreover, Participant B had to respond to the question, “Were you made aware
of the importance of teaching reading strategies?”, Participant B responded that, “Yes, the
importance of reading was well laid out”. Additionally, Participant B also stated that during her
pre-service studies she gained knowledge on inclusive education, specifically in the field of

dyslexia.

Upon further questioning on how to identify and rectify reading difficulties, Participant B responded
by stating that she does not hold sufficient knowledge on how to identify and rectify reading
difficulties. Participant B made the point that it is necessary to practise and explore identifying and
rectifying reading difficulties during practical teaching. Participant B also suggested that a section
specifically based on identifying and rectifying reading difficulties should be incorporated in the
practical teaching lesson plans, as this may prove to be beneficial. Moreover, Participant B also
received follow-up questions. Here, Participant B had to elaborate on explicit training received
during pre-service education on how to teach reading for meaning. Participant B was able to
provide slightly more detailed answers than Participant A, as she was able to state that she had
one module during her pre-service training which focused on the teaching of reading. This may
be due to the fact that she completed her training fewer years ago than Participant A. She was,
however, not able to provide any additional information on this module. Along with this, Participant
B also had to elaborate on the experience that she gained on how to teach reading during her
pre-service education. Participant B replied by stating “Understanding the Basic Reading Skills of
Adults”, which is assumed to be the title of a module which she explored during her pre-service
teacher training. Similar to Participant A, is the fact that Participant B has also not yet attended
any training offered by the Department of Basic Education, focusing on the teaching of reading.
Conclusively, it is evident that Participant B was able to recall more clearly on pre-service training

received based on the teaching of reading for meaning.
4.12.15 Summary of Participant A and Participant B’s teacher training on reading

To summarise Participant A and Participant B’s teacher training on how to teach reading, it is

evident that both participants struggle to recall or give detailed answers on pre-service teacher

training received. It may have been helpful if such details were provided to make a more informed

decision on whether the teachers received training on reading and specifically the teaching of
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reading strategies, and to which extent this influences their practices. Though Participant B was
able to provide more insight into pre-service teacher training received than Participant A, more
information is needed. To conclude, since both participants have already completed their
educational qualification, it may be beneficial to attend training offered by the Department of

Education on the teaching of reading.
4.13 CONCLUSION

This chapter focused on data analysis applicable to this research study. Firstly, the Curriculum
and Assessment Policy Statement (CAPS) document for Grade 4-6, English First Additional

Language (EFAL) in the Intermediate Phase, was analysed.

The analysis of the EFAL CAPS for Grades 4-6 highlighted reading throughout, however, it is
evident that the reading process, as well as reading strategies may be afforded more attention.
After having discussed the findings, the applicability of the simple View of Reading (SVR) and
McEwan’s seven suggested reading strategies are evident. The components of decoding and
linguistic comprehension (SVR) come into play all the time. Learners will not be able to read for
meaning if they cannot decode in the first place. Decoding as such is not sufficient to lead to
comprehension and here McEwan’s suggested reading. Hereafter, educational documentation
focusing on pre-service teacher training from Tertiary Institution A and Tertiary Institution B, were
analysed. The manner in which pre-service teacher training to teach reading occurs, differs
between Tertiary Institution A and Tertiary Institution B. Both educational institutions focus on the
teaching of reading, however, it was determined that Tertiary Institution B focuses more on the
explicit teaching of reading. This was followed by analysing the data generated from the two semi-
structured interviews with the two teacher participants. During the analysis of the semi-structured
interviews, it was apparent that both Participant A and Participant B hold knowledge concerning
the teaching of reading for meaning and the teaching of reading strategies. However, both
participants’ knowledge concerning reading, is limited. Participant B was, however, able to
provide more detailed answers than Participant A. Participant B was also more aware of the
importance of teaching reading strategies, and seems to have more knowledge concerning
reading strategies. To conclude, the data collected, recorded, analysed and reported, enabled

me to come to a conclusion and make recommendations for future research in Chapter 5.
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CHAPTER 5 RECOMMENDATIONS AND CONCLUSION

5.1 INTRODUCTION

This study aimed to investigate which reading strategies are employed by teachers in EFAL
intermediate phase classrooms. The poor reading performance of learners in South Africa, as
seen in past ANA test reports (DBE, 2011b, 2012, 2013, 2014), as well as PIRLS test results
(PIRLS, 2006, 2011 & 2016) acted as motivation for this study. The findings of this study may
assist in addressing the identified problem. In this chapter, a brief discussion based on literature
and research findings are provided. This is followed by stating recommendations, as well as

limitations of the findings. The chapter concludes with a section allocated to final reflections.
5.2 LITERATURE REVIEW

Reading is viewed as a complex task. This statement is supported by the low reading levels of
South African learners, as seen in past PIRLS test results (PIRLS, 2006, 2011 & 2016), as well
as ANA report results (DBE, 2011a, 2012, 2013 & 2014), (Spaull, 2013). In this study, the focus
was on reading strategies employed by EFAL intermediate phase teachers. In Chapter 2, |
discussed various reasons for low reading levels of South African learners. These reasons link to
this research study. Current research states that reasons for low reading performances of current
EFAL intermediate phase learners can be associated with the current language policy (DBE,
2011b), instruction time (Spaull, 2013), and training received by service teachers during pre-
service teacher education, to teach reading effectively (Nel & Miiller, 2010). In this study, |
investigated which reading strategies are employed by EFAL intermediate phase teachers. |
argued that, in order for a learner to improve reading for meaning, reading strategies should be
taught explicitly. | sought to answer the research question: Which reading strategies are applied

by teachers in EFAL intermediate phase classrooms?

In order to suggest an answer to the research question, | discussed how reading is viewed in the
EFAL CAPS for Grades 4-6, including how the reading strategies in the EFAL CAPS compare
and align to those suggested by McEwan (2004). McEwan (2004) suggests teaching the “Seven
strategies of highly effective readers” to learners. The skills include the following: activating
background knowledge, making inferences, monitoring and clarifying, asking questions,

searching and selecting information, summarizing information and visualizing information.

| aimed to highlight these strategies, since the explicit teaching of these strategies may lead to
reading for meaning. | also sought to answer the secondary research questions, by discussing

the importance of pre-service teacher training to teach reading effectively. This enabled me to
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determine to which extent pre-service teachers are prepared to teach reading when entering an
EFAL intermediate phase classroom. Finally, | explored to which extent reading strategies are

taught explicitly by current EFAL intermediate phase teachers.
5.2.1 Empirical study

The data collection instruments selected for this study were chosen based on the suitability to
collect rich data in order to answer the research questions, as stated previously. In Chapter 3 of
this study, | explained the data-collection tools, and how the tools were used in order to allow the
research to answer both the primary and secondary research questions. A detailed document
analysis was done in Chapter 4, which allowed me to determine to which extent reading strategies
are taught in EFAL intermediate phase classroom, as well as to establish how successful these
reading strategies are when teaching reading. The document applicable to this study was
specifically the English First Additional Language Curriculum and Assessment Policy for Grades
4-6. The analysis of the EFAL CAPS for Grades 4-6 document brought both negative and positive
aspects to light. A major issue found during the EFAL CAPS analysis was that the explicit teaching
of reading strategies is not incorporated throughout the EFAL CAPS document, yet a majority of
the teaching outcomes rely on reading for meaning. Additionally, the EFAL CAPS for Grades 4-6
also neglects to include all of McEwan’s “Seven strategies of highly effective readers” (2004).
Along with analysing the EFAL CAPS for Grades 4-6, | also analysed educational documentation
provided by two tertiary institutions, referred to as Tertiary Institution A and Tertiary Institution B.
This was to establish how well pre-service teachers are prepared to teach reading when entering
an EFAL intermediate phase classroom. Though taught differently, the analysis demonstrated
that both Tertiary Institution A and Tertiary Institution B teach reading to pre-service teachers.
Tertiary Institution A, for example, not only includes reading throughout the modules, but also
includes a short course based on reading strategies and methodologies explicitly. Tertiary
Institution B on the other hand, bases entire modules on the teaching of reading. The issue
identified is that both Tertiary Institution A and Tertiary Institution B can include the teaching of
reading strategies explicitly, which may lead to pre-service teachers being able to teach reading

more successfully.

Furthermore, | also conducted two semi-structured interviews with Participant A and Participant
B. The interview questions were based on the main research questions. After analysing the initial
interviews, it was found that the answering of follow-up questions was needed. During the
interviews, it was evident that both participants can benefit from additional educational training to
teach reading strategies successfully. The findings align with the previous literature as seen in
Chapter 2, which indicates that a lack of learner reading development and reading for meaning,
relies on the sufficient teaching of reading strategies. When probed about the importance of
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teaching reading, both participants acknowledged this as important. Although both participants
initially neglected to elaborate on the usage of McEwan’s (2004) “Seven strategies of highly
effective readers”, as well as the following of the reading process, it was found during the follow-
up questions that both participants apply the reading strategies when teaching reading and follow

the reading process. These reading strategies are not explicitly taught, though.
5.3 DISCUSSION OF FINDINGS

This study aimed to determine to what extent reading strategies are being taught explicitly by EFL
intermediate phase teachers. After analysing the data collected, | was able to summarise to what
extent reading strategies are being taught by EFAL intermediate phase classroom teachers.
Additionally, the data collected also allowed me to determine how prepared pre-service teachers
are to teach reading when entering an EFAL intermediate phase classroom. Moreover, the
theories applicable to this study also influenced the study. The theories guided the researcher to
determine the outcomes, as discussed further in this chapter. The study also argued that the
explicit teaching of reading strategies will result in reading for meaning. Additionally, this study
aimed to answer the primary research question: Which reading strategies are employed by
teachers in EFAL intermediate phase classrooms? Along with this, the study also attempted to

suggest answers to the sub-research questions.

| found that EFAL intermediate phase teachers utilise certain strategies, as suggested by McEwan
(2004) and as discussed in Chapter 2. The strategies suggested by McEwan (2004) included
activating background knowledge, making inferences, monitoring and clarifying, asking questions,
searching and selecting information, summarizing information and visualizing information. Certain
strategies are utilised more than others, for example, it was found that both participants tend to
use activating background knowledge, asking questions and summarising. The results also
demonstrated that teachers are not fully aware what each reading strategy implies, such as
making inferences and monitoring and clarifying. Then, teachers were also not aware of how to
use each reading strategy successfully, according to the current reading phase. The three reading
phases included the pre-, during-, and post-reading phase. In essence, a lack of teaching these

reading strategies explicitly will hinder reading for meaning.

The two semi-structured interviews allowed me to establish teachers’ knowledge concerning
reading strategies when teaching EFAL to intermediate phase learners. The interviews
demonstrated that both participants view reading as important. Yet, when viewing the analysis of
Participant A, it is evident that Participant A seemed to lack knowledge regarding the various
reading strategies and did not teach reading strategies explicitly. This supports Pretorius and

Klapwijk’s (2016) statement, arguing that that pre-service teacher training is a major challenge in
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South Africa, especially concerning sufficient training to teach reading. Participant B, however,
seemed more knowledgeable about reading strategies, as she elaborated on these and her

implementation of the different strategies.

5.3.1 How are reading strategies implemented during the pre-, during-, and post reading

phases?

There was also a focus on determining how Participant A and B implemented McEwan’s (2014)
seven reading strategies during the pre-, during-, and post-reading phases. When completing the
follow-up questions, Participant A completed Table 4.14 which demonstrates her usage of the
reading process to teach reading. It was established that Participant A makes use of the reading
phases and includes reading strategies throughout. During the pre-reading phase, Participant A
focuses on activating a learner’s background knowledge by means of introducing the topic. Then,
the during-reading phase consists of monitoring and clarifying information, as well as asking
questions, where learners read out loud and ask questions, followed by Participant A explaining
new vocabulary. The post-reading phase consists of completing a worksheet based on the
passage. During the post-reading phase, Participant A utilise searching and selecting information
and summarising information. When viewing Participant B’s usage of the reading process and
incorporating McEwan’s (2014) seven reading strategies, Participant B completed Table 4.15.
During the pre-reading phase, Participant A activates learners’ background knowledge and
making inferences by means of asking relevant questions and partaking in a discussion based on
the passage. Then, the during-reading phase includes monitoring and clarifying, since learners
check their initial understanding. The post-reading phase is based on searching and selecting
information and summarising, by means of completing a worksheet. The two semi-structured
interviews demonstrated that both Participant A and B have knowledge about using the reading
process to teach a passage. This confirms my previous observation that the knowledge of

reading, and specifically reading strategies, may be tacitly held by teachers.

5.3.2 To which extent does initial teacher training equip teachers with the necessary

knowledge to teach reading for meaning in EFAL intermediate phase classrooms?

Additionally, the two semi-structured interviews also aimed to determine if the two teachers
received any explicit pre-service training to teach reading and to which extent initial teacher
training equip teachers with the necessary knowledge to teach reading for meaning in EFAL
intermediate phase classrooms. Attempting to answer this sub-research question allowed me to
gain perspective from the teachers’ viewpoint. The results demonstrated that even though
Participant B was able to provide more insight into pre-service teacher training received than

Participant A, more information is needed. As stated previously, it may be beneficial to attend
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training offered by the Department of Education, on the teaching of reading. It was evident that
both participants struggle to recall or give detailed answers on pre-service teacher training

received.

However, it was evident that the teaching models applied by Tertiary Institution A differs from that
of Tertiary Institution B. The educational documentation included semester study guides, as well
as portfolio guides from modules. It was found that all study guides from both institutions state
outcomes to be achieved, as well as the focus of each study unit. When viewing the analysis of
Tertiary Institution A, it was evident that the explicit teaching of reading is incorporated in the
methodological modules and compulsory subjects to a certain extent. Tertiary Institution B,
however, allocates specific modules to pre-service teacher training to teach reading, rather than
incorporating the teaching of reading in every module and study guide. Though both participants
were unable to recall detailed information concerning their pre-service teacher training received
to teach reading, it was evident that both institutions nowadays pay attention to pre-service
teachers to teach reading. It is clear that reading is addressed by both institutions now and it is
hoped that teachers completing their studies now at these and maybe other institutions, will be

better able to teach reading.
5.4 LIMITATIONS

The study is limited, since the study utilised a small sample group. The reason for this was the
result of logistical constraints. The small sample group, unfortunately, restricts the findings of the
study, and no generalisation can be made as a result of this. Additionally, the study was also
limited to one primary school in Gauteng, meaning that the findings are not necessarily indicative
of reading strategies taught by all EFAL intermediate phase classroom teachers in South Africa.
Having interviewed EFAL teachers, who have completed their studies more recently, may have
provided a more accurate report on teacher knowledge and teacher training. With this in mind,
the aim of this study was to determine a theoretical generalisation. The theoretical generalisation
is based on all data collected and analysed. Therefore, the study is only a theoretical
generalisation on the teaching of reading strategies by EFAL intermediate phase classroom

teachers.

Another limitation of the study is that the educational documentation of only two Tertiary
Institutions were analysed. Though the results demonstrated that these two Tertiary Institutions
teach reading throughout, it may differ from other tertiary institutions. This also links to the issue
of the two participants not being able to provide sufficient detail on pre-service teacher training

received. It may have been helpful if such details were provided to make a more informed decision
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on whether the teachers received training on reading and specifically the teaching of reading

strategies, and to which extent this influences their practices.

| only investigated which reading strategies are applied by teachers in EFAL intermediate phase
classrooms. Additionally, the | linked the explicit teaching of reading strategies as a suggested
solution for the current poor reading levels of South African learners. Other aspects that may
influence reading for meaning were not included in this study. For example, the four pillars of
reading (phonemic awareness, phonology, vocabulary, fluency and comprehension), intellectual
challenges and learner background, to mention a few. As stated, reading is a complex and
challenging task, and the scope of this dissertation, however, it did not provide the opportunity for

a more comprehensive exploration.

This study focused largely on teachers, thus, for subsequent studies learners’ input may be

considered.
5.5 RECOMMENDATIONS

As seen from the literature review in Chapter 2, there is a need to improve reading levels of South
African learners. A lack of reading for meaning has a negative impact on the academic
performance of learners. This is evident when viewing the Progress in International Reading and
Literary Study (PIRLS) and the Annual National Assessment (ANA) reports. As a result,
improvement strategies should be allocated in assisting EFAL intermediate phase learners to

read with meaning.
| suggest the following recommendations:

(a) Re-structure the EFAL CAPS for Grades 4-6, so that there is an explicit focus on the

teaching of reading strategies.
(b) Re-evaluate teacher readiness to teach reading to EFAL intermediate phase learners.

(c) Incorporate the explicit teaching of reading strategies at tertiary level, with a more defined

focus on reading.

My first suggestion is to re-structure the EFAL CAPS for Grades 4-6, and to explicitly focus on
the teaching of reading strategies. An explicit focus on the teaching of reading strategies may
lead to learners reading for meaning and improving academic performance, since it is stated in
the EFAL CAPS for Grades 4-6 that reading and viewing as skillsets are important and necessary
for “successful learning across the curriculum” (DBE, 2011b:15). Moreover, the term ‘reading’ is

not explicitly defined in the CAPS document. There is a section on ‘reading and viewing’ in the
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CAPS document, but no definition of what is meant with reading, as well as viewing. Additionally,
reading is linked to all other language skills. Without sufficient reading development, the three
other language skills, namely, listening, speaking and writing, will not be sufficiently developed
(Ramaphosa, 2019). Sufficient reading development relies heavily on the use of reading
strategies. Furthermore, the use of appropriate reading strategies will enable a learner to
comprehend what is read, and the learner will also become a better reader (Akyol et al., 2017:199;
Stockard, 2011:2). If a learner struggles to read, more reading is not going to improve the reading
without intervention strategies or explicit focus on reading strategies. Hence, the suggestion is
that the EFAL CAPS for Grades 4-6 should include an explicit focus on the teaching of reading

strategies.

The second suggestion is to re-evaluate teacher readiness to teach reading to EFAL intermediate
phase learners. With regard to teachers teaching reading, the “Teacher Prep Review: A Review
of the Nation’s Teacher Preparation Programs”, as reported by the National Council on Teacher
Quality (NCTQ) (Greenberg et al., 2015) suggests that current ESL teachers are not receiving
effective training to teach reading. Here, the suggestion is that teacher readiness to teach reading
can be evaluated by trusted councils, with the necessity to provide assistance if a teacher
struggles to teach reading successfully. Along with this is the need to develop teachers’ reading
pedagogies. To conclude, this can be improved by means of partaking in additional training

courses provided by the Department of Education.

The third suggestion is to incorporate the explicit teaching of reading strategies at tertiary level,
with a more defined focus on reading. Sufficient pre-service teacher training to teach reading will
be beneficial, for both the student teacher and the learner. When viewing the data analysis of
educational documentation provided by Tertiary Institution A and B, it is evident that there is a
focus on the teaching of reading, including the teaching of reading strategies specifically. The
suggestion here is that more support from higher educational institutions, with initial teacher
training focusing on more exposure to the teaching of reading strategies, reading programmes,

and sufficient reading instructions, should be provided by all tertiary institutions in South Africa.
5.6 FINAL REFLECTIONS

This study explored which reading strategies are applied by teachers in the EFAL intermediate
phase classroom. Additionally, the study also highlighted what has not been done by the previous
studies to solve the reading challenges in South African schools. It is important to mention this
since it will serve as a gap for this study. With this in mind, it is evident from previous studies that
more attention should be given on researching to what extent pre-service teachers are prepared

to teach reading in an EFAL intermediate phase classroom. Along with this, more research
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focusing on the benefits of McEwan’s Seven Strategies on reading development in an EFAL
intermediate phase classroom, is needed. The benefits of teaching reading strategies explicitly in
an EFAL intermediate phase classroom were highlighted, along with the fact that the explicit
teaching of reading strategies may lead to increased reading for meaning. Applying reading
strategies to develop meaningful reading was explored, along with the importance of EFAL
intermediate phase teachers to teach these strategies. Additionally, the importance of pre-service
teacher training to teach reading was also explained since the role of EFAL teachers to teach
these strategies cannot be over-emphasised. Teachers require on-going training to teach reading
strategies effectively. This study opened the opportunity to conduct additional studies on the effect
of the teaching of reading strategies in EFAL intermediate phase classrooms in South Africa.
Reading challenges are not limited to EFAL intermediate phase classrooms, and additional
studies based on the explicit teaching of reading strategies in other subjects can be done. This
study contributed to the academic community by means of investigating a noticeable problem in
the South African education system, namely reading for meaning. The findings of this study, along
with the recommendations, can act as a starting point for future studies based on reading

strategies, where reading for meaning is problematic.
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outcomes of such research must be made available to the principals, SGBs and
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research.
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The Gauteng Department of Education wishes you well in this important undertaking and looks forward to
examining the findings of your research study.
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Office of the Director: Education Research and Knowledge Management
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ADDENDUM C

Goodwill Permission Form: School Governing Body

Private Bag X6001, Potchefstroom
South Africa 2520
N W l l Tel: 018299-1111/2222
Web:  http://www.nwu.ac.za
NORTH-WEST UNIVERSITY .
YUNIBESTT] YA BOKONE. BOPHIRIMA Faculty of Education

(Research entity details)

(Recipient name) Tel: 018 1111111
(Recipient address) Email: Name.Surname@nwu.ac.za
(Recipient address)
(Recipient address)
Date

GOODWILL PERMISSION: SCHOOL GOVERNING BODY/OTHER
RELEVANT BODY

TITLE OF THE RESEARCH PROJECT:
ETHICS APPLICATION NUMBER

XXX

PROJECT SUPERVISOR:
CO-SUPERVISOR:
ADDRESS:

CONTACT NUMBER:

MEMBER OF PROJECT TEAM MEd-Student:
ADDRESS:
CONTACT NUMBER:

FACULTY OF EDUCATION RESEARCH ETHICS COMMITTEE
Contact person: Ms Erna Greyling, E-mail: Erna.Greyling@nwu.ac.za, Tel. (018) 299 4656

This study has been approved by the Research Ethics Committee of the Faculty of Education of
the North-West University and will be conducted according to the ethical guidelines of this
committee. Permission was also obtained from the provincial Department of Basic Education.
What is this research about?

Participants

What is expected of the participants?
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Benefits to the participants

Risks involved for participants

Confidentiality and protection of identity

Dissemination of findings

DECLARATION BY SGB CHAIRPERSON/RELEVANT RESPONSIBLE PERSON:

By signing below, | ... agree to give permission for the
research to take place with the identified participants in the study entitled:

| declare that:

>

>

| have read this information and consent form and understand what is expected of the
participants in the research.

| have had a chance to ask questions to the researcher and all my questions have been
adequately answered.

I understand that taking part in this study is voluntary and participants will not be
pressurised to take part.

Participants may choose to leave the study at any time and will not be penalised or
prejudiced in any way.

Participants may be asked to leave the research process before it is completed, if the
researcher feels it is in their best interests, or if they do not follow the research procedures,
as agreed to.

Signed at (place) on (date) / 120

Signature of SGB Chairperson/Relevant responsible person
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ADDENDUM D

Permission Letter: School Principal

Private Bag X6001, Potchefstroom

South Africa 2520
N W l l Tel: 018 299-1111/2222
l U Web:  http://www.nwu.ac.za
YUNISESITT YA BOKONE BOPHIRIMA Faculty of Education

NORTH-WEST UNIVERSITY

(Research entity details)

(Recipient name) Tel: 018 111 1111
(Recipient address) Email: Name.Surname@nwu.ac.za
(Recipient address)
(Recipient address)
Date

PERMISSION LETTER: SCHOOL PRINCIPAL/OTHER RELEVANT
PERSON

The details of the research are as follows:

TITLE OF THE RESEARCH PROJECT:
ETHICS APPLICATION NUMBER

XXX

PROJECT SUPERVISOR:
CO-SUPERVISOR:
ADDRESS:

CONTACT NUMBER:

MEMBER OF PROJECT TEAM MEd-Student:
ADDRESS:
CONTACT NUMBER:

FACULTY OF EDUCATION RESEARCH ETHICS COMMITTEE
Contact person: Ms Erna Greyling, E-mail: Erna.Greyling@nwu.ac.za, Tel. (018) 299 4656

This study has been approved by the Research Ethics Committee of the Faculty of Education of
the North-West University and will be conducted according to the ethical guidelines of this
committee. Permission was also obtained from the provincial Department of Basic
Education/other relevant body.

What is this research about?
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Participants

What is expected of the participants?
Benefits to the participants

Risks involved for participants
Confidentiality and protection of identity
Dissemination of findings

DECLARATION BY PRINCIPAL/OTHER RELEVANT PERSON:

By signing below, | ... agree to give permission for the
research to take place with the identified participants in the study entitled:

| declare that:

» | have read this information and consent form and understand what is expected of the
participants in the research.

> | have had a chance to ask questions to the researcher and all my questions have been
adequately answered.

» | understand that taking part in this study is voluntary and participants will not be
pressurised to take part.

» Participants may choose to leave the study at any time and will not be penalised or
prejudiced in any way.

» Participants may be asked to leave the research process before it is completed, if the
researcher feels it is in their best interests, or if they do not follow the research procedures,
as agreed to.

Signed at (place) on (date) / /20

Signature of School Principal/Relevant person
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ADDENDUM E

Participant Information and Consent Form

Private Bag X6001, Potchefstroom

® South Africa 2520
N W l l Tel: 018 299-1111/2222
Web:  http://www.nwu.ac.za
NORTH-WEST UNIVERSITY .
VUNIBESTT YA BOKONE BOPHIRIMA Faculty of Education

(Research entity details)

(Recipient name) Tel: 0181111111
(Recipient address) Email: Name.Surname@nwu.ac.za
(Recipient address)
(Recipient address)
Date

PARTICIPANT INFORMATION AND CONSENT FORM

I herewith wish to request your consent to participate in this research, which involves [enter
information]. Before you give consent, please acquaint yourself with the information below.

The details of the research are as follows:

TITLE OF THE RESEARCH PROJECT:
ETHICS APPLICATION NUMBER:

PROJECT SUPERVISOR:
CO-SUPERVISOR:
ADDRESS:

CONTACT NUMBER:

MEMBER OF PROJECT TEAM MEd-Student:
ADDRESS:
CONTACT NUMBER:

FACULTY OF EDUCATION RESEARCH ETHICS COMMITTEE
Contact person: Ms Erna Greyling, E-mail: Erna.Greyling@nwu.ac.za, Tel. (018) 299 4656

This study has been approved by the Research Ethics Committee of the Faculty of Education of
the North-West University and will be conducted according to the ethical guidelines of this
committee. Permission was also asked from the provincial Department of Basic Education/other
relevant body (please describe) as well as the school principal (if relevant).

What is this research about?

Participants
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What is expected of the participants?

Benefits to the participants

Risks involved for participants

Confidentiality and protection of identity

Dissemination of findings

Findings will be analysed to assure that information given is truthful, whilst receiving coding.

If you have any further questions or enquiries regarding your participation in this research, please

contact the researchers for more information.

If you have any further questions or enquiries regarding your participation in this research, please
contact the researchers for more information.

Yours sincerely

DECLARATION BY PARTICIPANT:

By signing below, | ... agree to take part in a research study
entitled:

[Enter title here]

| declare that:

» | have read this information and consent form and understand what is expected of me in
the research.

» | have had a chance to ask questions to the researcher and all my questions have been
adequately answered.

» | understand that taking part in this study is voluntary and | have not been pressurised to
take part.

» | may choose to leave the study at any time and will not be penalised or prejudiced in any
way.

» | may be asked to leave the research process before it has finished, if the researcher feels
it is in my best interests, or if | do not follow the research procedures, as agreed to.

Signed at (place) on (date) / 120

Signature of participant Researcher
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ADDENDUM F

Semi-structured Interview

Purpose and instruction

Before starting with the semi-structured interview, I would like to give you some insight to the proposed study. The focus
of this research study will be on teachers’ use of reading strategies in the teaching of reading for meaning in an EFAL
classroom of the Intermediate Phase. Thus, the general aims of this study will be to elaborate on and explore teachers’ use
of reading strategies in the teaching of reading for meaning, specifically when teaching EFAL in the Intermediate Phase, as
well as suggesting answers to the proposed main research question: What reading strategies are applied by teachers in EFAL

intermediate phase classrooms?

Furthermore, you have consented to this interview, by means of a letter asking for your permission. The information obtained
will be used only for research purposes and no names of participants, schools or any identifying data regarding the school
will be made known in the report.

As previously requested, permission to audio-record the interview was given in the consent form.

Do you have any questions before we start the interview?

1. How long have you been teaching English as a first additional language?

Which grades have you taught EFAL before, and which grade are you currently teaching?

How do you see yourself as a reader?

Do you have informal talks in class about the importance of reading? Please elaborate.

When looking at your current learners, what are their strengths and weaknesses with regard to EFAL?

How do you view your learners’ reading abilities?

I I Il ol

Do you regard all four the skills, namely reading, listening, speaking and writing as equally important in order for
learners to become proficient users of EFAL?

*®

What role, according to you, does reading play in a first additional language?

9. With which reading strategies, as stated in the CAPS document, are you familiar?

10. Which reading strategies, as set out in the current CAPS document, do you apply when teaching reading for
meaning?

11. Do you teach reading strategies explicitly to your learners? Please elaborate.

12. Are the guidelines provided in the CAPS explanatory enough? Please elaborate.

13. How do you promote reading development when teaching English as a first additional language?

14. Which methods/approaches work best for you as an EFAL teacher to develop reading for meaning?

15. Do you feel that the current CAPS document provides enough opportunities for learners to practise their reading
skills? Please explain why you say yes or no.

16. Are readers visible in your class? If so, where are the readers and what type of readers are these?
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17.

Did you receive any explicit training during your pre-service education on how to teach reading or reading
strategies to learners in order to develop reading for meaning?

18.

Were you made aware of the importance of teaching reading strategies to learners during your pre-service
education? Please elaborate.

19.

Were you taught how to identify and rectify reading difficulties during your pre-service training?

20.

How do you monitor if learners really understand what they read?

21.

What advice or comments do you have on how reading for meaning can be developed in an EFAL intermediate
phase classroom in South Africa?

22.

What other suggestions do you have with regard to teaching English as a first additional language in the
Intermediate Phase?

23.

How has the COVID-19 pandemic affected reading instruction in your context?
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ADDENDUM G

Follow-up Questions

Thank you for taking the time to complete the follow-up questions gathered from the previous interview. Before answering any
questions, please take a look at the information and pages listed below. All answers can be completed in writing.

The focus of this research study is on the reading strategies employed by teachers in the EFAL intermediate phase classrooms.
Thus, please take a look at the following pages in the EFAL CAPS for Grades 4-6:

e  The reading process on pages 10-11.
e The language teaching approaches on page 13.
After you have read the pages above, please answer the questions below as in-depth as and as extensive as possible.

1. How do you view your learners’ reading abilities? Please elaborate on their decoding skills, vocabulary knowledge,
fluency, phonetics, phonology and comprehension.

Decoding Vocabulary Fluency Phonetics Phonology Comprehension
Skills Knowledge

2. The teaching of English is based on the four language skills: listening, reading, speaking and writing. Do you spend an
equal amount of time on all four? If not, on which skill do you spend the most time and why?

3. Do you teach reading strategies explicitly to your learners? For example, will you explain activating prior knowledge,
and then model this to your learners? Please elaborate.

Compare your reading strategies, to those of McEwan, and the “chapterStrategies of Highly Effective Readers”.

Strategy Do you use and teach this How is this taught and used in
strategy? your reading lessons?

Activating a learner’s
background knowledge

Making inferences

Monitoring and clarifying
information

Asking questions

Searching and selecting
information
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Summarising information

Visualising and organising
information

4. Ifyou have to teach this text, entitled “Currents and Waves” and how would you go about teaching it to your learners?
Please elaborate step by step by means of the reading process (CAPS page 10-11)

Pre-reading Phase During Reading Phase Post-Reading Phase

Process

5. Which methods/approaches work best for you as an EFAL teacher to develop reading for meaning? (CAPS page 13)

Text-based Approach Communicative Approach

6. Did you receive any explicit training during your pre-service education on how to teach reading or reading strategies to
learners in order to develop reading for meaning? Please elaborate. Use the table below as assistance.

Types of Explicit Training Training or Instruction Received

Modules on how to teach reading or
reading strategies.

Experience gained on how to teach
reading or reading strategies.

Evidence or transcripts if possible. Attach
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7. Are there currently learners in your class who struggle to read? If so, what are they struggling with? How do you assist
them?

Learners struggling — Identify the issue How do you assist this learner?
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ADDENDUM H

Transcribed Interview with Participant A

Researcher: Before starting with this semi-structured interview, I would like to give some insight to the proposed study. The
focus of this research study will be on teacher’s use of reading strategies in the teaching of reading for meaning in an EFAL
classroom of the Intermediate Phase. Thus, the general aims of the study will be to elaborate on and explore teacher’s use of
reading strategies in the teaching of reading for meaning, specifically when teaching English First Additional Language in the
Intermediate Phase, as well as suggesting answers to the proposed main research question; What reading strategies are applied
by teachers in an English First Additional Language intermediate phase classroom? Furthermore, you have consented to this
interview by means of a letter asking for your permission. The information obtained will be used only for research purposes
and no names of participants, schools or any identifying data regarding the school will be made known in the report. As
previously requested, permission to audio-record the interview was given in the consent form. Do you agree?

Participant A | I do agree.
Researcher Do you have any questions before we start?
Participant A | No.
Researcher How long have you been teaching English as a First Additional Language?
Participant A Since 1983, so you can make the sum. That is about what, 30-something years, thirty-five, thirty-six years.
Researcher Which grades have you taught English First Additional Language before, and which grades are you
currently teaching?

Participant A | I have taught from Grade 4 up until Grade 7 and currently I am at the Grade 5s.

Researcher How do you see yourself as a reader? Do you enjoy reading? Do you read only in class? Can you elaborate
on this?

Participant A | I enjoy reading quite a lot, I like a particularly good book. I enjoy reading books, though the time now is
not always there to do that. I love my magazines, so I enjoy reading. Anything that I can put my eyes on,
or lay my eyes on, I will read.

Researcher Do you have informal talks in class about the importance of reading?

Participant A | Yes. When I remember to do that (okay), and when I see a pupil suffer with reading, then I would
elaborate a little bit on it, and tell them reading is important and that they should read more. Uh, well I do
not think they listen to that.

Researcher When looking at the current learners in your classroom, what are their strengths and weaknesses with
regard to English as a First Additional Language?

Participant A I must say that for a FAL language, the standard is really extremely high. I appreciate the work that they
are doing in Grade and in the earlier years, so I think that their standards are quite good. Sorry, just say
that question further.

Researcher And their weaknesses? I you must identify.

Participant A | Their weaknesses will definitely be writing, spelling, and reading, in the sense of pupils cannot read and
they cannot comprehend what they read. Some of them. But definitely, I see with spelling and a few of
them with reading as well.

Researcher How do you view your learners’ reading abilities? Do you think they are capable; do you think they are
more than capable? Uhm, can you explain this a bit?

Participant A | You can see that the readers in the class are very capable of reading. The children that loves reading, they

do it good, either in English or in Afrikaans. The pupils that has got a problem with Afrikaans reading,
will definitely have a bigger problem with English reading, because they suffer in their Home Language,
so their Second Language, they would rather not try to read that. So, I definitely see those readers, or
pupils who read, do good, and pupils who are not readers, they suffer in every area.
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Researcher

Do you regard all four skills, namely reading, listening, speaking, and writing, as equally important in
order for learners to become fully proficient to use English as a First Additional Language, or is there one
that is more important or less important?

Participant A

No, I do not think so. I think all four of them are equally important. So, I try to focus on all four.

Researcher

What role, according to you, does reading play in a First Additional Language?

Participant A

It plays a big role, because though many of the tasks are oral tasks, most of them is reading. You have to
be able to read, because everything you do, if it is an exercise or a comprehension test or a revision
exercise, you need to be able to read to do that. So, it is particularly important.

Researcher

With reading strategies, as stated in the CAPS, do you use reading strategies that are stated in the CAPS or
do you use your own different strategies when teaching English as a First Additional Language?

Participant A

I use my own strategies, because I must say, with CAPS, you do not really have just reading lessons like
previous years, like this period we just read. Now, we have to rush through a lot of syllables, a lot of
assessments. So, there is not one period that you can take out, and say this period, we are just going to
read. So, what we do is, when we read, I like them to read out loud and read in a group and then we also
do individual reading and then I would help the child. But mostly, we do it in a group.

Researcher

Do you think that if reading is developed in the intermediate phase sufficiently, the child will achieve
better academic standards in higher grades?

Participant A

Definitely. It is not that I want to say that the Intermediate Phase does not do their work, but I think with
everything, like social media, cell phones, television, pupils do not read at home as much like they used to.
Social media has taken over that role, but what they do in the Intermediate Phase is exceptionally good,
though I feel that they can definitely do more with reading and spelling than with what is happening now.

Researcher

With regard to reading, what do you think they can do more? Should the teachers do more, or should the
CAPS do more?

Participant A

Read. They must read more. The teachers do not let them read. They do not have the time. They have to
make time. I cannot teach a child to read in Grade 5. It is too late. You can help, but it is too late. In the
Intermediate Phase they have to see the problem, and they have to work with the problem. But again,
there, they have got so much work to do that the problem goes past and then that child goes further in his
career with a back draw.

Researcher

With reading strategies, as set out in the CAPS document. Do you apply them when teaching reading for
meaning? So, when doing for example, a reading comprehension, where understanding is extremely
important, which strategies do you then use?

Participant A

To be honest, when we do a comprehension and it counts for marks, I do not read it to them. I am not sure
whether I should or not, for marks, that is absolutely on their own. They have to read it on their own and
then they have to do the questions. In class, when we do just informal comprehension, then I would read
the passage to them and then let them do the answers. But otherwise, I do not.

Researcher

If you read the passage to them, or even if they read the comprehension on their own. If there are new
words, how do you make them familiar with this new word? Do you chat about it? Do you use the
dictionary? Which strategies do you use to let them learn new vocabulary, basically?

Participant A

I would identify the word and then we will talk about it. Then, I give them the opportunity also to say if
there are words they do not understand and then we discuss it.

Researcher

With regard to reading and the CAPS document, do you think there are enough guidelines provided in the
CAPS for sufficient reading for meaning to happen in a classroom?

Participant A

I think so, yes. I must say that I am quite impressed with what they do in the CAPS document, so I would
say yes.

Researcher

How do you promote reading development when teaching English as a First Additional Language? This is
reading development in general, not to say a comprehension or reading for meaning to be assessed. Just
general reading development.
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Participant A

I would encourage them to read, and I would give them. . . when they read books, I will let them bring
them to class and I would give them (like positive reinforcements) demerits for reading books. I encourage
them to read and maybe even encourage the one that does not like to read.

Researcher

Do they partake in this? Does it work?

Participant A

Yes, I think so. I do not know whether it is the tempo of things that goes so fast, that they forget to bring
me the books, I forget to ask them. I will always encourage them.

Researcher

Which methods or approaches work best for you as an EFAL teacher to develop reading for meaning? Do
you prefer a communicative approach, where you help them? Should they go on, on their own? Could you
tell me a bit about this?

Participant A

I would rather do it with them, than let them go on, on their own, because if the child has got a problem,
there is nobody to help him or her. That is why I say, I like group reading, because then I can see which
one is just ‘blah, blah, blah’ with, or are they really reading. When we give. . . like next week we got
formal assessment for reading. So, they got to read at home, they got read to their parents, and someone
has to listen to them, because they got to practise whatever they are going to come to class with to read.
That is why I say, during informal reading in the class, I like to read with them and with that, I would
probably, I would hopefully see the child who does not read well.

Researcher

If they do prepared reading, do you ask questions afterwards to test their understanding?

Participant A

To be quite honest, no.

Researcher

Are readers visible in your class, where are the readers and what type of readers are these? So, can you
identify who will be your readers and who will be your non-readers, and how are you able to identify
them?

Participant A

Just say that question again, sorry.

Researcher

In your classroom, how are you able to identify which learners will be your readers and are you able to
identify that this group, for example, who will not read or they aren’t your readers?

Participant A

Well, that will come out once they have written a test, they do their comprehension, I mark their books and
there you can see which child can read, because obviously the one that can read will do better in written
work as well. The child that suffers to read, obviously the written work will show that as well. So that is
my way of being able to divide the group and see who the readers are and who are the non-readers.

Researcher

With regard to your teacher training, did you receive any explicit training during pre-service education on
how to teach reading? Was it incorporated in those times? Did they go through it and help you to be able
to identify that for example, these learners struggle and this is how you identify them, and this is how you
help them?

Participant A

Let me tell you, back in the day, when you were just a blink in your mother’s eye, when I started teaching,
reading was important. We did not have the amounts of assessments and the syllabi that we have to work
through now. In those days, we had much more time to spend on reading, spelling, and writing. So
definitely, we spend a lot more time on reading in those days. And, honestly, the pupils in those times, in
the 1980s, the 1985s, and upwards, they were good readers. You could see it. They had books, and would
read a lot, which we cannot do now. There is no time to have fun and just read. Those days we had it.

Researcher

Do you think those readers, from those times, are better than the ones nowadays, if you just look at the
majority of the class?

Participant A

Definitely, yes. They were better. Things have changed quite a bit from those days. Today, the pupils have
so many subjects, they got so many tasks, they got extra mural activities. It is as if, in earlier years, in
those days, everything was just a bit more relaxed than it is now. We had our extra mural activities, but
there was not that pressure that the pupils have now. Those days were much more relaxed than it is now.
Today’s pupils are under a lot of pressure, and I think that is why there is a lack in the reading. There is
just not time for them to take a book and read. If you look at the average pupil, (and all the activities that
they do), they get such a lot of homework, that when they get home, they have to do that. There is truly
little time to just take a book and say now I am going to read. So definitely, those years were much more
relaxed.
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Researcher

With regard to your pre-service training when you did your degree. Were you made aware of the fact that
how important reading is and how important it is for learners to read, and reading development in general,
not just only in the Intermediate Phase? How did they basically demonstrate the importance of this?

Participant A

Like I said, we focused a lot on reading, and I even had extra reading activities in the class. So, once they
were don with their work, they can go on with their reading activities, which there is no time for now.
Because, a period is so short, you need to do your work, you need to finish this task, so there is no time for
the pupils. At that stage they were much more relaxed and once they were done with their work and they
take on their next reading activity and they kept themselves busy with that. Reading were much more
emphasised than it is now.

Researcher

When you obtained your degree back in the day, did you have a module on reading? So, before you were a
qualified teacher and you did your degree, your Educational Degree, did you have a module during your
training in order for you to be able to teach reading, or after you have obtained your degree, or is this
something that you taught yourself once you started teaching?

Participant A

Okay, let me put it this way. I got a diploma, and English was my main subject. There were no modules on
for a specific thing. It is as if everything was just done. . .how can I put it. All the aspects of English were
done, but we did not have a module specifically.

Researcher

It was incorporated and intertwined with each other?

Participant A

Yes. And we had a lot of subjects, so it is not as if I only had English, there were a lot of subjects that we
had to do. No, not as far as I can remember.

Researcher

Were you ever taught during studies, or afterwards, on how to identify and rectify reading difficulties
when coming across this?

Participant A

Yes, we were. We also had, like a remedial program where you help the pupils who has got difficulty with
reading. And a lot of us even gave extra classes to those pupils. So, yes, we definitely did.

Researcher

How do you monitor if learners really understand what they read? How are you able to establish, for
example, this learner will understand, or this learner will not understand?

Participant A

Look, that is a difficult question, because I can only see whether they understand once it is a written
exercise.

Researcher

What advice or comments do you have on how reading for meaning can be developed in an EFAL
intermediate phase classroom in South Africa? So, what advice and suggestions can you make with regard
to reading for meaning?

Participant A

Bring back a reading period. Bring back a focus on reading.

Researcher

Should we emphasise reading more?

Participant A

Yes. It is not emphasised as before. The day comes and then it goes. You do not emphasise reading as
such. So, I would like to see that for one day, you just read. All the classes in the school; one period for
Afrikaans, one period for English, but everybody just reads. I would like them to go to the library more
often to go get books, because that is not happening anymore. I would like them to put away their cell
phones, and rather spend time on a book, which they also do not do. So, like I said, there are so many
things that you can suggest, but the reality is that the pupils will not do it. You cannot force them to do it.
They only way I can cause it, is to do it at school. What they do after school, you got no control over.
Bring back a reading period, and not read on a laptop, you must read a book.

Researcher

What other suggestions do you have with regard to teaching EFAL? This can now be with regard to any of
the other skills.

Participant A

I do not really have new suggestions. I think what we do at the moment is good. Everything with the
CAPS and the language skills, for me language skills are every important, so I do not think that there is
something more that we can do. What we do, we must do incredibly good. We must know that at the end
of a year, that whatever your goal were, with these pupils, that you have achieved it. So that is the most
important thing for me. To make sure that whatever skills they needed, whatever language they needed to
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know, everything were done up to your best. There is no new things that I would say we must introduce,
especially not in a L2. I always say to the pupils, I am not here to ask trick questions. I want you to enjoy
the subject, I want the subject to be alive. I do not want them to go out of the classroom and say, “I hate
English”. I would love for them to go out, even to Pick ‘n Pay or wherever and feel free to speak English.
That is my main goal. They must not be shy to speak English, even if they make mistakes. I make mistakes
all the time because it is also my L2. But I want them to love the language and use it wherever they are.

Researcher

With regard to the Covid-19 pandemic, how do you think Covid-19 affected reading instruction in your
classroom?

Participant A

Well, that is a difficult one, because for the most parts of last year we did not see the pupils, and then they
came back to school. . . Okay, they got their work. I must say, I am quite impressed with the pupils as I see
them now. So, the parents have done a good job, I must compliment the parents, and I think that the child
red and can read were not really influenced, because they worked at home. The child who got a problem
reading, they are still on the same level, because even their parents cannot improve their reading. So, I do
not think there is really a difference.

Researcher

Thank you for taking the time to meet with me.

Participant A

It was such a pleasure.
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ADDENDUM |

Transcribed Interview with Participant B

Researcher: Before starting with this semi-structured interview, I would like to give some insight to the proposed study. The
focus of this research study will be on teacher’s use of reading strategies in the teaching of reading for meaning in an EFAL
classroom of the Intermediate Phase. Thus, the general aims of the study will be to elaborate on and explore teacher’s use of
reading strategies in the teaching of reading for meaning, specifically when teaching English First Additional Language in the
Intermediate Phase, as well as suggesting answers to the proposed main research question; What reading strategies are applied
by teachers in an English First Additional Language intermediate phase classroom? Furthermore, you have consented to this
interview by means of a letter asking for your permission. The information obtained will be used only for research purposes
and no names of participants, schools or any identifying data regarding the school will be made known in the report. As
previously requested, permission to audio-record the interview was given in the consent form. Do you agree?

Participant B I do agree.
Researcher Do you have any questions before we start?

Participant B No.

Researcher How long have you been teaching English as a First Additional Language?

Participant B I have taught EFAL for about 7 or 8 years now.

Researcher Which grades have you taught English First Additional Language before, and which grades are you
currently teaching?

Participant B I have taught English from Grades 4 — 7, and I currently teaching English to Grade 4 learners.

Researcher How do you see yourself as a reader? Do you enjoy reading? Do you read only in class? Can you elaborate
on this?

Participant B I would not say I am the most active reader, due to the lack of time. However, I do find it important to read
on a regular basis. Say a few pages of a novel a week, also some active reading on the internet and a lot of
prescribed work for extra knowledge. I do tr to read regularly, for my own knowledge.

Researcher Do you have informal talks in class about the importance of reading?

Participant B Yes, I do definitely. I try to make them understand the importance of reading and try to motivate them to
do extra reading on their own as well, which can be quite difficult. However, all this information is given
by me. There are not any facts on the importance of reading in their textbooks, not any at all, actually, so it
solemnly comes from the teacher. This can make it even more difficult to motivate them, because it would
be nice to know that the information which you are trying to tell your students can be backed up by their
curriculum. Now, it is just my word of how important reading is that they can believe.

Researcher When looking at your current learners, what are their strengths and weaknesses with regard to EFAL?

Participant B I have found that the most difficult thing for my learners to do, is to talk in English, without pause or
effort. They somehow find it difficult to talk casually in English and are most of the time unsure about
what to say, especially when they are asked to talk in English unexpectedly, without having the time to
prepare. They find it difficult; they stumble with words, or they use Afrikaans words. Their strength would
include writing. It the one thing that their best at out of the four skills. And it is solemnly due to no time
pressure and the comfort of looking up every word and finding references. They struggle most with talking
unexpectedly.

Researcher Because they can’t prepare beforehand?

Participant B Yes, prepared reading they find easy, because they have time to prepare. But once it comes to unprepared
reading, they find it difficult.

Researcher How do you view your learners’ reading abilities? Do you think they can read well, or do you think they
battle with reading?
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Participant B

I would not say that they are that bad. Can they be better? Definitely! I try to make them read every week
at school and try to create a loving atmosphere around reading at own will as well.

Researcher

With regard to the four skills in English, being reading, listening, speaking and writing, do you view them
all as equally important in order for learners to become proficient users of EAL, or do you think one will
be more important than the other?

Participant B

Unfortunately, not all four of the skills cannot be regarded as equal because some of them are needed to be
able to do the other. For example, you cannot do writing if you have not mastered reading. Thus, reading
must be more important. The most important skills, in my concern it would be reading and speaking,
should be taught at a younger age, and be more emphasized upon. These skills must also be adapted to the
21st century. Most of the work in the curriculum are based on creative writing, | mean we have a whole
separate section in EFAL just for creative writing, and as this is important, why aren’t the focus on reading
also this significant? Personally, reading is much more important than writing. In today’s world we have
google, we have word processers and computers that can help to master any learner’s writing. When that
learner is done with high school, he or she will most definitely use google, grammar apps and computers
to help with writing. However, nothing is going to help her/him to read better.

Researcher

What role according to you, does reading play in a FAL?

Participant B

It is the most important role of all. Reading is the core of learning EFAL. If a learner struggles to read,
he/she will most definitely struggle with everything else. Even in other subjects. Reading is an essential
part of understanding the contents of a subject. Without it all other aspects of English will be lost. He or
she will not be able to do grammar, will not be able to speak English properly.

Researcher

Which reading strategies in the CAPS document are you familiar with?

Participant B

Reading strategies that I am familiar with will include the basic comprehension passage, because that is
most used in the CAPS, which is using prior knowledge to answer questions about what you have read or
listened to. However, most of the comprehension exercises in the CAPS document allocates that the
teacher must read the comprehension while the learners listen and then to answer. As important this is
important, during examinations, they do have to read it on their own and there is not a teacher there to read
it for them therefore it would be wise to place more comprehension exercises where they must read on
their own. Another reading strategy that I am aware of is summarizing, this is a great reading strategy
because it forces learners to read with detail and to distinguish between phrases. So that is also another
important strategy.

Researcher

Do you use these strategies when teaching reading?

Participant B

Yes. Especially the summarising. The comprehension strategies are a bit over used; I personally will say. I
try to find other strategies as well, like vocabulary and also word families and phrases, which are not use
often in the CAPS.

Researcher

Do you use post-reading strategies?

Participant B

Yes, there is another strategy called clarifying, which summarises the pre and post reading strategies.
When a learner is reading a passage, there are words and phrases that he or she does not know, and it is of
utmost importance to have a word and vocabulary follow up, before even answering questions about the
passage. Most of the time the learners do not understand the words in the comprehension, and then also in
the questions. So, the follow up activity that I normally do, is just to give the meaning of the difficult
words, or just to underline the words they do not understand. Then, we can do quick group work and then
they tend to do much better in the comprehension questions.

Researcher

Do you teach these reading strategies explicitly to your learners or do you only incorporate them? If so,
can you please tell me more about this?

Participant B

Yes, I do. The first part of all new work we start, solemnly relies on reading strategies. After that the
grammar exercises and so on follows. I also make sure that they read the reading passages out loud and
understand all the content of the passage before starting with comprehension questions, summaries, or
grammar exercises. Teaching this reading strategies can sometime take exclusively up to two days.
However, I know the importance of this, and do not mind taking the extra time to only teach reading
strategies.

158




Researcher

Are the guidelines provided in the CAPS document explanatory enough on how to teach reading
successfully?

Participant B

The guidelines can be quite repetitive, and unclear. The procedures and information in the CAPS
document are all well outlaid with numerous reasons on why reading it important, principles and
outcomes. Which it great, but there are few guidelines. They CAPS document are more of an information
on reading rather than guidelines on how to improve reading document. So personally, I would say that it
is not explanatory enough.

Researcher

How do you promote reading development when teaching EFAL?

Participant B

I also use a board where learners can achieve extra point for each book they complete. They must give me
brief description about what the book was about and answer some in-depth questions about the book,
ensuring that they did read it. I also advise them to talk more English at home with their parents and ask
their parents to compile a Smin conversation with their learners in English every night, this is just to
advance their communication skills and to motivate them to talk more English and feel more comfortable.
It usually works a lot, but the best technique would be to give them extra marks for reading. Some of the
learners may only need, for example 2% to pass, therefore they would go and read an extra book to get
those extra marks.

Researcher

Which methods or approaches work best for you as an EFAL to develop reading for meaning?

Participant B

I usually try to choose reading material that would interest the learners, this is personally the most
important step. Reading should be wanted, not forced. I also use reading material that is famous and can be
found in an audio file or in film. This also motivates them to do the work, and is almost like a
behaviourism technique, where you can use positive reinforcement. After reading the passages, we listen
to the audio file or watch the film. This is also a great motivation strategy. Another thing that I use is
plays. After reading a passage the learners like to act out the passage, this will also improve their speaking
and communication skills. I usually combine after reading exercises like vocabulary and phrase exercises
into group work. Where each group must find the definitions of the most difficult words in the passage and
read them out loud for the rest of the class.

Researcher

Do you feel that the current CAPS document provides enough opportunities for learners to practise
reading? Can you also explain why you either say yes or no?

Participant B

No, the foremost focus is on grammar and there is little space left for reading due to time frames. Reading
should be the focus in the curriculum. With enough reading, grammar, and the rest of the syllabus’s
structure would fall in place. I would not say that there are no opportunities, but there could be more.
Especially in the assessment part of the curriculum, once something starts to count for marks, a learner
intent to pay extra attention and do more effort. Most of the assessment consist out of grammar and
language. There is also room for creative writing and at the bottom, there is reading.

Researcher

Do you think learners should be able to read more and if they read more this should also count for marks?

Participant B

Yes. I think they will also show more participation, because now they should read every night and every
day.

Researcher

Are readers visible in your class? If so, where are the readers and what type of readers are these?

Participant B

Yes, there are usually a few learners that are strong. They are also normally sitting together. The problem
with this is that the rest of the class who aren’t that good of a reader can sometimes. . .they do not want to
read after that child, because they know they won’t sound as good. It is more of a self-esteem problem if
you have such good readers.

Researcher

Did you receive any explicit training during your pre-service education on how to teach reading in order
for reading for meaning to develop?

Participant B

Yes, we did cover a section in one of our subjects. However, it did only cover the basics. Information that
can also be found on the internet about reading. Only the different types of readers and some techniques on
how to teach reading were discussed. It was mostly about the importance of reading and why learners
should participate in reading rather than techniques on how to teach reading for meaning.

Researcher

Were you made aware of the importance of teaching reading strategies to learners during your pre-service
education? if so, could you please explain this.

Participant B

The pre-service?
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Researcher

Yes, when you studied.

Participant B Yes, it was well laid out of the importance of reading. Most focus on inclusive education, so we learned a
lot on how to accommodate a learner with a spelling dyslexion or a reading dyslexion, so that came in
quite handy.

Researcher Were you taught how to identify and rectify reading difficulties?

Participant B No, we did not have a change, especially for practical teaching. During our practical teaching and our
lesson plans, there were never space for reading disabilities, so there were never a change to incorporate
those skills during your practical teaching.

Researcher How do you monitor if learners really understand what they read?

Participant B They usually need to reflect on various questions about the passage. They also need to find the definition.
Later on, they usually make sentences with the new words.

Researcher What advice or comments do you have on how reading more meaning can be developed in an EAL
intermediate phase classroom in South Africa?

Participant B English should be an on-going routine in a learner’s life, not only a subject at school. English should be
taught during holidays and after school hours. It should be something that should do and use often, not
only a subject.

Researcher What other advice do you have for teaching English as a FAL in the intermediate phase?

Participant B I think the most important aspect is to make the learners want to read. Most of the prescribed work are that
interesting. The people who are distributing the material should think about that the learners will like, what
would be interesting for the learners. This should be developed in the Foundation Phase.

Researcher How has the Covid-19 pandemic affected reading instruction in your context?

Participant B It did have an influence, when a reader reads in class, I am able to help. During the pandemic, their parents

work, and they don’t have time to help the learners. They also might help them wrong.
Researcher Thank you for your time.
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ADDENDUM J

Follow-up Questions with Participant A

Thank you for taking the time to complete the follow-up questions gathered from the previous interview. Before answering any
questions, please take a look at the information and pages listed below. All answers can be completed in writing.

The focus of this research study is on the reading strategies employed by teachers in the EFAL intermediate phase classrooms.
Thus, please take a look at the following pages in the EFAL CAPS for Grades 4-6:

e The reading process on pages 10-11.
e The language teaching approaches on page 13.
After you have read the pages above, please answer the questions below as in-depth as and as extensive as possible.

1. How do you view your learners’ reading abilities? Please elaborate on their decoding skills, vocabulary knowledge, fluency,
phonetics, phonology and comprehension.

Decoding Vocabulary Fluency Phonetics Phonology Comprehension
Skills Knowledge
Learners in Learners None of my Learners are During grades 4- | My learners do a lot
Grade 4 hardly know English handling this 6 | rarely focus of comprehension
struggles with the meaning of | Additional better after a on Phonology. exercises. This
this because words. Language lot of However, | try advances their
they are not Learners ask learners can homophone’s to make them reading abilities, as
familiar with most of the read English exercises. This build basic well as their skills to
the words. time what fluently. There | makes them words. read in-depth.
Especially with | something are always realise how
words that means, even learners who words can
consist of basic struggle to sound the same
diphthongs. vocabulary. pronounce when they are
words. spelled
differently.

2. English consists of the four language skills: listening, reading, speaking and writing. Do you spend an equal amount
of time on all 4? If not, on which skill do you spend the most time and why?

I spend the most time on reading because it is more important that the learners can read properly. I believe that the
learners can learn new words; how to write; speak; and listen through just starting to read better. However, I do spend
time on listening, speaking, and writing as well, I just regard reading as more important and therefore spend more
time on that.
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Do you teach reading strategies explicitly to your learners? For example, will you explain activating prior knowledge,

and then model this to your learners? Please elaborate.

Compare your reading strategies, to those of McEwan, and the “Seven Reading Strategies of Highly Effective

Readers”.
Strategy Do you use How is this taught and used in your reading lessons?
and teach this
strategy?

Activating a learner’s Yes. | would ask them if they have ever been to that place or country
background knowledge if it is mentioned in the text, or for instance if the text is about
jobs, | would ask what their parents’ jobs are or what they want
to be one day. | would also ask if anyone knows about the theme
of the text, say it is about butterflies, | will ask who loves

butterflies.

Making inferences Yes. I usually ask what they think the text will be about, to what they
think will happen to some of the characters.

Monitoring and clarifying Yes. When learners ask for my guidance on words, | will help them,
information and learners also have access to a dictionary.

Asking questions Yes. I will ask questions verbally about the text throughout reading.
Learners also ask questions about the text. | also make written
questions which they must answer about what they have read.

Searching and selecting Yes. When learners are answering questions, the question will force
information them to go back to the text and search for the answers.
Summarising information Yes. When it is a descriptive text, | sometimes ask the learners to
summarise the most important facts from the text. Or to make a
short summary about the reading passage.
Visualising and Yes. | sometimes mix the events of a passage and ask them to order

organising information

the events correctly as it happened in the text.
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4. Ifyou have to teach this text, entitled “Currents and Waves” and how would you go about teaching it to your learners?
Please elaborate step by step by means of the reading process (CAPS page 10-11)

Pre-reading Phase

During Reading Phase

Post-Reading Phase

| would maybe show a video of
currents and waves for the
learners and refer to some
previous events about waves
and currents.

Process

Learners will take turns reading,
So everyone can practice their
reading. | as teacher will also
mention some notes and strong
points when reading the text, like
explaining vocabulary.

My learners will complete
exercises about the passage.
This includes questions about
the text, some grammar
questions from the text and a
follow up activity where they
can write a review or
reflection about the text.

5. Which methods/approaches work best for you as an EFAL teacher to develop reading for meaning? (CAPS page 13)

Text-based Approach

Communicative Approach

I make use of grammar and language exercises from the

textbooks. Learners will answer questions then from the prepared reading.

textbook.

Learners will do speeches, dialogues, unprepared and

6. Did you receive any explicit training during your pre-service education on how to teach reading or reading strategies

to learners in order to develop reading for meaning? Please elaborate. Use the table below as assistance.

Types of Explicit Training

Training or Instruction Received

Modules on how to teach reading or | We did cover aspects of reading during my studies for a teacher’s degree.

reading strategies.

Experience gained on how to teach We learned about the types of reading dyslexics.

reading or reading strategies.

Evidence or transcripts if possible.

Did not attach

7. Did you attend any additional courses provided by the Department of Education based on reading?

No.
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8. Are there currently learners in your class who struggle to read? If so, what are they struggling with? How do you
assist them?

Learners struggling — Identify the issue How do you assist this learner?

Most learners struggle to read properly because they do not | We do weekly spelling tests where | read the word and
know how to pronounce the words. Learners struggle to they must spell it. This way they hear how to pronounce
know the meaning of what they are reading. the words and how to spell it.

They must underline the words they do not understand
and then give the definition of the words from the
dictionary.
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ADDENDUM K

Follow-up Questions with Participant B

Thank you for taking the time to complete the follow-up questions gathered from the previous interview. Before answering any

questions, please take a look at the information and pages listed below. All answers can be completed in writing.

The focus of this research study is on the reading strategies employed by teachers in the EFAL intermediate phase classrooms.

Thus, please take a look at the following pages in the EFAL CAPS for Grades 4-6:

e  The reading process on pages 10-11.

e The language teaching approaches on page 13.
After you have read the pages above, please answer the questions below as in-depth as and as extensive as possible.

1. How do you view your learners’ reading abilities? Please elaborate on their decoding skills, vocabulary knowledge, fluency,

phonetics, phonology and comprehension.

Decoding Vocabulary Fluency Phonetics Phonology Comprehension
Skills Knowledge

| find this rarely. | This is more Common. Common, | find this rare. | try | Uncommon because
However, when | common. Most of Learners especially to do a lot of of the text that |
| do come along | my learners have that do not learners who exercises on use. | try to use
such a learner, | | difficulties with exercise have an building words in comprehension
would advise understanding the their reading | extraordinarily | early years and passages that will
the parent to meaning of the enough or strong South motivate learners be interesting for
perhaps take words which they who does African accent. | to make new the learners; that is
the learner to read. This can not read in Phonetics must | words though on their level; and in
an optician as cause issues their free be taught from | compound words, common with their
this can be because a learner time tend to | an early age. prefixes, and interests. However,
linked to will not be able to struggle Thus, learners suffixes. Following, | if not for this,
reading answer follow up more with tend to use the | exercises where learners would find
dyslexia. questions; reading. Afrikaans learners must comprehension

understand what is phonetics to change nounsinto | boring and unable

being read; and will pronounce verbs, adverbs or to concentrate.

not be able to English words. | adjectives is also

achieve any new Therefore, | an effective

knowledge through encourage exercise. This

reading. learners to made learners

Vocabulary learn and realise and learn

exercises are an understand phonology.

essential part of English

reading. phonetics.

2. English consists of the four language skills: listening, reading, speaking and writing. Do you spend an equal amount of

time on all four? If not, on which skill do you spend the most time and why?

All four language skills are important to achieve overall success, however these four skills can rather be compared to a

process that builds on one another. Therefore, it is impossible to spend equal amount of time on each. Some skills would
require more time and not all learners learn at the same pace within the same skills. Some learners would personally need
more time on speaking than writing for example. It is the teachers own responsibility to determine the needs of each

learner.
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Personally, I spend most of the time on reading. I would start with listening, especially in grades 4 and 5. This gives an
excellent example of how one should read and how to pronounce certain difficult words. After learners have spent an
appropriate time on only listening, they will start to read for themselves. I will give everyone a few chances to read out
loud in class and then also a few pages as homework. It is for me especially important that each learner reads daily, even if
it is just a few pages. I will also inform the parents about this, ensuring that they guide their children when reading in the
afternoons.

After learners have finished reading a book, they will all have time in class to discuss what the book was about, what is
their personal view on the characters, how it made them feel, etc. This involves speaking in English and forms more of an
informal discussion. However, it is a common rule in my class that learners are only allowed to speak English, they may
ask in Afrikaans what the English word is and thereafter return to speaking English. As English is a subject that they have
five days a week, it allows them to speak English most of the time. However, I motivate the learners to speak English with
their parents at home or to just tell a story in English to their parents. I also motivate their parents to speak English to their
children when possible or when they have free time. Speaking English is a skill set but it is more of a natural occurrence
that must happen every day in class. It is not something that can be planned for or is in requirement for formal assessment.
The meaning of speaking English is to prepare learners for their future. To ask each learner a few questions during class
and have them reply in English is already a skill that they are exercising.

Writing can only be attended lastly, when they have successfully read a few times, know basic definition of words and are
able to implement these words. If a learner is a good reader, he or she will automatic be a better writer. The real aim of the
teacher is to teach the rules, formats, and layouts of writing, but if a learner wishes to write better, he or she must read
more. Thus, I spend more time on reading. If a learner is excellent at reading, they will be better at listening, speaking, and
writing.

2. Do you teach reading strategies explicitly to your learners? For example, will you explain activating prior knowledge,
and then model this to your learners? Please elaborate.

Compare your reading strategies, to those of McEwan, and the “Seven Reading Strategies of Highly Effective

Readers”.
Strategy Do you use How is this taught and used in your reading lessons?
and teach this
strategy?
Activating a learner’s Yes. Before reading a new book, extract, poem, drama or passage |
background knowledge usually look at the title and ask learners what they think the

book will be about. If there is any historical reference, | will do a
quick dive into that with information handouts that sometimes
have questions. Sometimes | show a video of the events that are
mentioned in the book, poem, or passage. During a poem or
book, we will shortly discuss the writer with his or her previous
works. It is important to know the personal life of a poet or
book, as it is sometimes related to their works.

Making inferences Yes. After reading a few pages or paragraphs they might have to
answer a few questions. These questions will include questions
about what is going to happen in the passage or book but can be
determined from the pages already read. | will also stop in the
middle of the passage or poem and ask what they think this
means or what can they expect to happen by reading a specific

line.
Monitoring and clarifying Yes. Luckily, | have incredibly involved learners that ask many
information questions and are not afraid to mention when they do not

understand a word or is unclear about what is going on. | also

166




motivate my learners to ask questions and say when they do not
understand something. This way | can clarify things for them. |
also do not just give blunt answers. Usually when a learner say
that they do not know the meaning of a phase, word, context
etc., | will ask the rest of the class if any of them know what it is
and then together as a class, we “figure” the answers out. Even
though | can give just them the answer they find it to be more
pleasant when participating to help their fellow classmates.
Hence, | will just monitor to make sure they are helping one
another on the right path.

Asking questions

Yes.

Questions can be taken before, during and after reading. They can
also be written or be verbally. | make use of questions, as this will
help be determine whether they truly have obtained knowledge
from what they have read. Question can also be part of an
assessment that can cover another set of reading skill on its own.
Asking questions also engages learners with the text.

Searching and selecting
information

Yes.

| use searching and selecting information to answer questions,
define new terms, collect information, and solve problems
depending on the passage. Various exercises can be
implemented with this section. This is also part of grammar
exercises where my learners must find an adjective, conjunction,
preposition etc. from the text. They might also be asked to
determine the tense in which the passage is and other various
exercises.

Summarising information

Yes.

| use summarising whenever possible. This is an excellent
exercise to test a learner’s abilities to adapt, remember and
apply information. Usually, learners will summarise a passage in
their own words, search for the most important ideas, or write
certain phrases in their own words when making their summary.
Alternatively, learners can read a paragraph once and rewrite it
in their own words.

Visualising and
organising information

Yes.

For an alternative exercise, | usually mix the paragraphs of the
story and ask them to number them correctly, thus they are
organising the story, and this also test how well they can
remember the story. This is part of a post-reading exercise. This
will allow learners to construct a visual image of the text. It can
be completed in a box or in a process diagram.
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3. Ifyou have to teach this text, entitled “Currents and Waves” and how would you go about teaching it to your learners?

Please elaborate step by step by means of the reading process (CAPS page 10-11)

Pre-reading Phase

During Reading Phase

Post-Reading Phase

Process

Before reading the text, | would
try to activate prior knowledge
by asking questions about
similar text and questions about
the theme of the text. Thus,
about currents and waves.
Thereafter, | would ask learners
for predictions about what they
think the text will be about.
Next, there will be an in-depth
look at the passage; the authors
name, a short history about the
author or where the source is
from etc. Following, learners
must identify difficult words in
the text which they do not
understand. Then the meaning
of these words will be
discussed.

Learners will also be able to ask
or mention when they do not
understand something in the
passage. We will also reread
certain difficult sections which
remains unclear for the learners.

Learners will reflect on what
they have read through the
following methods: Learners
will recall information that
they have read through
answering questions about
the passage; make a summary
of the text by identifying the
most important parts of the
text; write a reflection on
what can be learned through
the text; implement new
knowledge by developing new
qguestions about the text.

4.  Which methods/approaches work best for you as an EFAL teacher to develop reading for meaning? (CAPS page 13)

Text-based Approach

Communicative Approach

The methods that | use for advancing reading during the
text-based approach involves analysing text by listening and

reading. Activities of such include comprehension,
grammar, and listening tests.

study.

| make more use of communicative approaches in my
classroom. Methods of these includes plays, informal
discussions, dialogues, debates, speeches,
presentations, creative writing, dramas, and film

Personally, the communicative approach is more
important when teaching English as an additional
language. Thereby, the language is learned though
experience and as the goal of teaching is for the
learner to master the subject, he or she will become in
addition fluent in English.
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5.

Did you receive any explicit training during your pre-service education on how to teach reading or reading strategies

to learners in order to develop reading for meaning? Please elaborate. Use the table below as assistance.

Types of Explicit Training

Training or Instruction Received

Modules on how to teach reading or
reading strategies.

We had some modules.

Experience gained on how to teach
reading or reading strategies.

Understanding the Basic Reading Skills of Adults.

Evidence or transcripts if possible.

Did not attach

6. Did you attend any additional courses provided by the Department of Education based on reading?
No.
7. Are there currently learners in your class who struggle to read? If so, what are they struggling with? How do you
assist them?
Learners struggling — Identify the issue How do you assist this learner?
Fluency. For learners who have the tendency to lose their place

Learners tend to pause or halt when reading. This is becau
they sometimes lose the place where they were at; if they
cannot pronounce the word; loose concentration; or if the
information they are reading do not make sense. Thus,
various problems like halting, lack of concentration,
pronunciation and vocabulary can be identified.

se

when reading, | advise them to use a ruler to keep track
of their reading.

Different font types can also make a huge difference.
Learners who loose concentration tend to read better
when the fonts are bigger and more spacious.

The class will receive a glossary of difficult terms that are
mentioned in the text, this way learners who have
difficulty in understanding what they are reading will
have a better understanding. Vocabulary can also be part
of a pre-reading exercise where | will ask the learners to
look up the definition of some difficult words that they
will encounter when reading.

When learners are not pronouncing the words correctly, |
will help them by explaining to them the correct
pronunciation. Thus, when they must read that word
again later, they will be able to pronounce it correctly.
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